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sharing	 activities	 prior	 to	 entering	 formal	 school,	where	 the	 focus	 of	 reading	 is	 not	 on	
reading	 for	 enjoyment.	 By	 systematically	 moving	 the	 reading	 environment	 from	 a	
community	center	or	pre-school	to	participant	homes,	the	main	aim	of	this	research	was	
to	 determine	 the	 perceptions	 of	 the	 parents	 /primary	 caregivers	 and	 children	 that	
participated	 in	 the	 research	 regarding	 the	 value	 of	 utilizing	wordless	 picturebooks.	 The	
researcher	aimed	go	gain	an	understanding	of	how	wordless	picturebooks	could	assist	in	
ensuring	that	literacy	poor	families	are	supported	as	a	child’s	first	educator.	
The	 research	 was	 based	 on	 participative	 action	 research,	 and	 was	 conducted	 in	 three	
literacy	poor	areas	of	Gauteng.	Qualitative	data	was	collected	by	means	of	focus	group	and	
semi-structured	 individual	 interviews	 before	 and	 after	 participants	 attended	 a	 reading	
programme	that	spanned	over	a	four	to	six-week	period.	Prior	to	the	reading	programme,	
a	 story	 collection	 workshop	 was	 hosted	 at	 two	 of	 the	 research	 sites,	 and	 the	 stories	
collected	 from	 the	 participants	 was	 used	 by	 the	 researcher	 to	 create	 wordless	
picturebooks.	The	use	of	these	books	were	subsequently	pilot	tested	at	the	third	research	
site,	whereas	existing	wordless	picture	books	were	used	at	 the	 first	 two	sites.	An	 initial	
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sample	of	42	parents/primary	caregivers	and	their	pre-school	child	were	included	in	the	
study,	 however	 low	participant	 retention	 resulted	 in	 a	 significantly	 smaller	 sample	 that	
completed	the	research	with	only	14	parents/primary	caregivers	having	attended	all	the	
sessions	 of	 the	 reading	 programme.	 It	 should	 however	 be	 noted	 that	 even	 though	 the	
number	 of	 participants	 that	 completed	 the	 entire	 programme,	 in	 other	 words,	 who	
attended	 all	 sessions,	 was	 low,	 data	 pertaining	 to	 the	 reading	 experience	 after	 the	
implementation	of	the	programme	was	collected	from	39	participants	in	total.		
Thematic	 analysis	 of	 the	data	was	 conducted,	 and	 themes	 that	 pertained	 to	 aspects	 of	
Design	 (as	 a	 central	 notion	 in	Multiliteracies),	Multimodality	 and	 participant	 generated	
content	 were	 identified.	 The	 key	 findings	 indicated	 that	 wordless	 picturebooks	 can	 be	
viewed	as	a	valuable	 tool	 in	 fostering	a	culture	of	 reading	 in	 the	South	African	context.	
Participants	 reported	 that	 they	were	 reading	more	 at	 home,	 and	 that	 the	 activity	 was	
enjoyable,	compared	to	previous	reading	experiences.	Furthermore,	the	research	findings	
highlighted	factors	that	influence	parent-child	reading	programmes	within	the	context	of	
South	 African,	 literacy	 poor	 areas.	 It	 is	 recommended	 	 the	 genre	 warrants	 more	 local	
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OPSOMMING 
Hierdie	 studie	 het	 gefokus	 op	 die	 invloed	 van	 ‘n	 deelnemende	 program	waarin	 boeke	
sonder	woorde	vir	gesamentlike	ouer-kind	 lees	en,	meer	algemeen,	vir	die	ontwikkeling	
van	‘n	leeskultuur	in	die	ouerhuis	gebruik	is.	Die	navorsing	is	in	die	Suid-Afrikaanse	konteks	
in	 mindergegoede	 sosio-ekonomiese	 gebiede	 in	 Gauteng	 uitgevoer,	 gegrond	 op	 die	
uitgangspunt	 van	 die	 navorser	 as	 illustreerder.	 Met	 multimodale	 sosiale	 semiotiek	 as	
teoretiese	 grondslag,	 word	 aangevoer	 dat	 die	 kenmerke	 van	 boeke	 sonder	 woorde	 as	
motiverende	 faktore	 kan	 dien	 wat	 kan	 bydra	 tot	 die	 ontwikkeling	 van	 ‘n	 positiewer	
gesindheid	jeens	lees	in	Suid-Afrika.	
Daar	 bestaan	 ‘n	 groot	 hoeveelheid	 internasionale	 literatuur	 ter	 ondersteuning	 van	 die	
gebruik	van	boeke	sonder	woorde	in	die	ontwikkeling	van	geletterdheid,	dog	bestaan	daar	
min	navorsing	oor	die	gebruik	van	hierdie	boeke	in	die	Suid-Afrikaanse	konteks.	Voorts	is	
die	 oorwig	 van	 bestaande	 navorsing	 oor	 die	 waarde	 van	 saamlees	 (“book	 sharing”)	 in	
ontwikkelde	lande	onderneem.	In	Suid-Afrika	is	die	leesgewoonte	oor	die	algemeen	swak	
gevestig	 ten	 spyte	 van	 toenemende	 steun	 vir	 moedertaalgebaseerde	




op	 lees	 bloot	 vir	 die	 genot	 daarvan	 is	 nie.	 Deur	 die	 leesomgewing	 stelselmatig	 van	 ‘n	
gemeenskapsentrum	of	crèche	na	die	deelnemers	se	woonomgewing	te	verskuif,	was	die	
hoofdoel	 van	hierdie	navorsing	om	vas	 te	 stel	wat	die	persepsies	 van	ouers	of	 primêre	
versorgers	 is	van	die	waarde	van	die	gebruik	van	boeke	sonder	woorde	 in	die	ouerhuis.	
Hierdeur	 is	 gepoog	 om	 begrip	 te	 ontwikkel	 vir	 die	wyse	waarop	 boeke	 sonder	woorde	
minder-geletterde	gesinne	in	hul	taak	as	die	kind	se	eerste	opvoeder	kan	ondersteun.	
Die	 navorsing	 is	 gebaseer	 op	 aktiewe	 deelnemende	 navorsing	 en	 is	 onderneem	 in	 drie	
minder-geletterde	omgewings	in	Gauteng.	Kwalitatiewe	data	is	by	wyse	van	fokusgroep-	
en	individuele	semi-gestruktureerde	onderhoude	ingesamel;	voor	en	na	die	deelnemers	se	
bywoning	 van	 ‘n	 leesprogram	wat	 oor	 ‘n	 tydperk	 van	 vier	 tot	 ses	weke	 gestrek	 het.	 ‘n	
Werkwinkel	is	voor	die	aanvang	van	die	leesprogram	by	twee	van	die	drie	navorsingspunte	
aangebied	waartydens	stories	vertel	is.	Die	inligting	wat	tydens	die	werkwinkel	verkry	is,	is	
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gebruik	 om	 boeke	 sonder	 woorde	 te	 skep.	 Hierdie	 boeke	 is	 daarna	 by	 die	 derde	
navorsingspunt	 getoets,	 terwyl	 bestaande	 boeke	 sonder	 woorde	 by	 die	 ander	 twee	
navorsingspunte	 gebruik	 is.	 Die	 steekproef	 in	 die	 studie	 het	 aanvanklik	 uit	 42	
ouers/primêre	 versorgers	 en	 hul	 voorskoolse	 kind	 bestaan,	maar	 as	 gevolg	 van	 ‘n	 hoë	
uitvalsyfer	 het	 ‘n	 veel	 kleiner	 getal	 deelnemers	 die	 navorsing	 voltooi,	 met	 slegs	 14	
ouers/primêre	versorgers	wat	al	die	sessies	in	die	leesprogram	bygewoon	het.	Daar	moet	
egter	in	ag	geneem	word	dat	hoewel	betreklik	min	van	die	deelnemers	die	volle	program	
voltooi	 het,	 dit	 wil	 sê	 al	 die	 sessies	 bygewoon	 het,	 is	 data	 oor	 die	 leeservaring	 na	 die	
implementering	van	die	die	program	van	altesaam	39	deelnemers	bekom.	
Data	 is	 tematies	 ontleed	 en	 temas	 wat	 betrekking	 het	 op	 aspekte	 van	 Ontwerp	 (as	 ‘n	
sentrale	tema	in	Multigeletterdheid),	Multimodaliteit	en	deelnemer-gegenereerde	inhoud	
is	 geïdentifiseer.	 Die	 kernbevindinge	 van	 die	 navorsing	 dui	 daarop	 dat	 boeke	 sonder	
woorde	as	 ‘n	waardevolle	 instrument	kan	dien	om	 ‘n	 leeskultuur	 in	die	 Suid-Afrikaanse	
konteks	te	bevorder.	Die	deelnemers	het	aangedui	dat	hulle	meermale	tuis	lees	en	dat	die	
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In	 a	 February	2015	address	at	 the	 youth	engagement	Harare	 Library	 in	Khayelitsha,	 South	African	









rate	exists	 in	South	Africa	and	books	are	generally	 considered	 in	 terms	of	 their	educational	 value,	
rather	 than	 for	 enjoyment	 (SABDC,	 2007).	 In	 2007,	 the	 South	 Africa	 Book	 Development	 Council	
(SABDC)	conducted	an	investigation	into	the	literacy	habits	in	South	African	homes.	Of	the	surveyed	
homes,	51%	had	no	books	in	their	homes.	These	results	indicate	that	many	South	African	parents	do	





















–	 the	 importance	 of	 activities	 that	 are	 cognitively	 stimulating,	 such	 as	 joint	 reading,	 is	 receiving	
renewed	interest	(Vally	2012,	in	Louw	&	Louw,	2014:	178).	Nobuntu	Mpendulo3	(in	Moyo,	2015).	The	
Director	 for	 the	 City	 of	 Johannesburg	 Library	 and	 Information	 Services	 Directorate,	 emphasises	




that	 our	 society	 needs	parents	who	have	 a	 strong	bond	with	 their	 children	 and	 create	 active,	
informed	citizens.	That	can	all	stem	from	a	strong	background	of	reading	and	exploration.	
Educational	books	can,	of	course,	be	used	in	the	home	for	joint	reading.	However,	these	books	are	
generally	created	 for	 ‘strictly	educational	purposes’	and	may	not	 replicate	 the	same	experience	of	
reading	 purely	 for	 enjoyment.	 They	may	 also	 further	 perpetuate	 the	 view	 of	 reading	 as	 a	 purely	
educational	activity.		
In	 their	 paper	 investigating	 children’s	 early	 literacy	 learning	 in	 family	 and	 community	 contexts,	
Spedding,	Harkins,	Makin	and	Whiteman	(2007:	5)	note	that	international	research	has	consistently	
confirmed	 that	 socio-economic	 and	 educational	 disadvantages	 have	 a	 detrimental	 effect	 on	
developmental	outcomes	 for	 children.	These	disadvantages	are	 further	 connected	 to	 low	 levels	of	
literacy	achievement.	Although	 the	paper	was	written	 in	Australia,	 it	highlights	areas	 that	are	also	
critical	to	the	South	African	reading	context,	such	as	the	finding	that	indigenous	children	and	children	






and	parents	 are	 unable	 to,	 or	 simply	 do	not,	 read	with	 their	 children.	 There	 is	 a	 large	number	of	
children	in	South	Africa	who	live	in	adverse	conditions.	A	report	on	Childhood	Poverty	in	South	Africa	
(ACCESS,	2002:	2)	established	that	an	estimated	11	million	children	between	the	ages	of	0	and	18	were	
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living	in	dire	poverty	in	South	Africa,	whereas	another	14.3	million	children	were	living	in	poverty.	In	
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to	be	more	accessible	to	readers,	especially	those	with	low	literacy	levels,	as	they	do	not	require	the	
decoding	 of	 words.	 The	 books	 have	 no	 right	 or	 wrong	 interpretation	 and,	 as	 such,	 they	 are	 less	









1994:	 38).	Wordless	 picturebooks	 are	 often	 used	 in	 beginner	 reading	 experiences	 and	 have	 been	










Katherine	 Arbuckle’s	 (2004:	 445–448)	 article,	 The	 language	 of	 pictures:	 Visual	 literacy	 and	 print	
materials	 for	Adult	Basic	Education	and	Training	 (ABET)	being	one	of	only	a	handful	of	a	 few	 local	




Group	 of	 Typically	 Developing	 South	 African	 Children	 Aged	 5	 to	 9	 Years,	 identified	 a	 wordless	
picturebook	as	an	appropriate	means	to	elicit	a	narrative	from	participants	in	her	research.	Her	study	
gives	 insight	 into	the	use	of	wordless	picturebooks	as	a	 locally	 relevant	and	 important	assessment	
tool.	Acker	 found	that	normative-based	assessment	materials	are	very	 limited	 in	South	Africa,	and	







researcher	 decided	 on	 the	 inclusion	 of	 an	 empirical	 study	 as	 a	means	 to	 investigate	 if,	 and	 how,	
wordless	 picturebooks	 can	 be	 used	 in	 joint	 reading	 activities	 between	 a	 child	 and	 their	 parent	 or	
primary	caregiver	in	the	home.		
The	researcher’s	 interest	 in	 the	proposed	topic	 is	 the	 result	of	 the	project	undertaken	 for	a	MPhil	
study.	Through	a	 social	 semiotic	and	narratological	 analysis	of	wordless	picturebooks,	as	well	 as	a	
conceptualisation	of	the	medium	in	her	practical	work,	the	strengths	of	the	medium	as	applied	to	the	
South	African	context	were	debated.	An	empirical	study	formed	part	of	this	research,	in	an	effort	to	
better	 understand	 how	 wordless	 picturebooks	 could	 work	 in	 joint	 reading	 between	 parents	 and	
children.	It	was	found	that	wordless	picturebooks	were	successful	in	the	interactive	reading	process	
between	 parent/primary	 caregiver	 and	 child.	 They	 were	 able	 to	 successfully	 navigate	 and	 create	
stories	 using	 the	 books	 as	 a	 starting	 point.	 The	 researcher’s	 fundamental	 argument	was	 that	 the	
creation,	production	and	use	of	this	genre	of	picturebooks	should	be	looked	at	more	closely.	However,	
the	aforementioned	research	was	conducted	at	a	community	centre	in	a	controlled	setting,	which	was	
structured	 by	 the	 researcher	 (namely,	 The	 Ikhaya	 Trust	 Centre	 in	 Stellenbosch).	 Researchers	 and	




in	 the	 Lives	 of	 Young	 Children,	 found	 that	 daily	 routines	 may	 serve	 as	 a	 vehicle	 for	 embedded	
interventions4.	“By	capitalising	on	pre-existing	routines	or	assisting	families	in	creating	new	routines,	
the	burden	of	change	may	be	reduced”	(Fiese	&	Wamboldt,	2001,	in	Spagnola	&	Fiese,	2007:	296).	
















associated	 with	 compromised	 language,	 intellectual	 and	 literacy	 development.	 Despite	 growing	
support	 for	 literacy	 development	 in	 a	 mother	 tongue,	 the	 South	 African	market	 continues	 to	 be	




Africa	 (Johnson,	2009:	12).	The	availability	of	books	 in	South	African	homes,	 the	role	of	parents	 in	
children’s	education	and	the	socio-economic	difficulties	that	many	South	African	families	face	need	
to	 be	 considered	 in	 relation	 to	 the	 lack	 of	 a	 local	 reading	 culture	 that	 South	Africa	 is	 facing.	 This	
research	focuses	on	the	production	of	culturally	relevant,	economically	viable	wordless	picturebooks	
to	encourage	a	love	of	reading	in	the	home,	regardless	of	literacy	levels	of	the	parent.	Furthermore,	
















This	 research	 investigates	 the	 experience	 related	 to	 a	 participatory	 project	 in	 which	 wordless	
picturebooks	are	used	and	designed	on	parent-child	joint	reading	and	the	development	of	a	culture	






























3. To	 host	 a	 story	 collection	workshop	 in	which	 parents/primary	 caregivers	 and	 their	 children	
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6. To	investigate	how	participants	experience	reading	wordless	picturebooks;	





















in	 which	 the	 conventional	 margins	 between	 language	 and	 image	 are	 decentred	 (Stein,	 2008:	 24,	
referring	 to	 Iedema,	 2003:	 33).	 Stein	 (2008:	 19)	 states	 that	 the	 term	 ‘multimodality’	 in	 literacy	
education	is	mainly	“associated	with	social	semiotic	theory,	referred	to	in	the	literature	as	‘multimodal	
social	 semiotics’,	 ‘multimodal	 literacy’	 and	 ‘a	multimodal	 social	 semiotic	 approach’”.	Although	 the	
study	is	not	focused	on	the	development	of	literacy,	it	does	form	an	important	aspect	of	the	South	
African	context.		
The	 South	 African	 context	 comprises	 11	 official	 languages,	 which	 are	 a	 testament	 to	 its	 diverse	
population,	which	 consists	 of	 various	 different	 cultures.	 As	 a	 consequence,	 books	 created	 for	 the	
South	 African	 context	 require	 an	 awareness	 of	 cultural	 conventions	 in	 meaning-making.	 As	 a	
theoretical	 framework,	social	semiotics	addresses	this	by	placing	the	sign-maker	–	 in	this	case,	the	
reader	 –	 in	 the	 centre	 of	 the	meaning-making	 process,	 acknowledging	 that	 the	 environment,	 the	









The	 study	 follows	 a	 qualitative	 approach	 within	 a	 constructionist	 paradigm.	 According	 to	 McRoy	
(1995,	in	Fouché	&	Delport,	2011:	65),	the	qualitative	paradigm	stems	from	an	interpretative	approach	
and	 is	holistic	 in	nature.	 Its	main	aims	are	the	understanding	of	social	 life	and	the	meaning	that	 is	
attached	 to	 everyday	 life	 by	 people.	 In	 line	 with	 the	 qualitative	 approach,	 the	 study	 focuses	 on	
describing	and	understanding	human	behaviour,	rather	than	predicting	outcomes.	A	constructionist	
approach	to	research	suggests	that	reality	can	only	be	socially	and	personally	constructed,	rather	than	











well	 as	Happy	Sabby	Day	Care	 (Site	3)	 in	 the	Melutsi	Township,	outside	Danville	 in	Pretoria	West.	
Research	 at	 the	 first	 two	 sites	 (Shoshanguve	 and	Mamelodi	 )	 was	 conducted	 from	 September	 to	
November	 2015.	 The	 aim	 of	 the	 reading	 project	 at	 these	 two	 sites	 was	 to	 conduct	 an	 empirical	
investigation	 into	 the	 use	 of	 wordless	 picturebooks	 in	 practice,	 to	 establish	 the	 feasibility	 of	 the	
proposed	 theory	 in	 practice	 and	 to	 produce	 content-relevant	 wordless	 picturebooks	 for	 the	
community	to	keep	after	the	completion	of	the	project.	These	books	were	created	from	stories	told	
by	 research	 participants;	 these	 participants	 were	 also	 actively	 involved	 in	 the	 production	 and	
illustration	of	 the	wordless	picturebooks.	By	assuming	active	and	 full	 participation	 in	 the	 research	
process,	 people	 and	 communities	 themselves	 have	 the	 opportunity	 to	 mobilise,	 organise	 and	
implement	 individual	 and/or	 collective	 action	 (Selener,	 1997,	 in	Morrell,	 n.d.:	 6).	 In	March	 2016,	
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research	commenced	at	Happy	Sabby	Day	Care.	No	story	collection	workshop	was	hosted	at	this	site	
and	 the	main	 aim	was	 to	 pilot	 test	 the	 books	 created	 at	 the	 previous	 sites.	 A	 four-week	 reading	
programme	 was	 hosted	 at	 this	 site.	 The	 reading	 programmes	 are	 discussed	 in	 Chapter	 3,	 which	
provides	a	detailed	outline	of	the	research	methodology	for	this	paper.		
The	crèches	were	selected	using	purposive,	availability	sampling	and	were	identified	as	being	located	






The	 parents	were	 purposively	 sampled	with	 the	 help	 of	 the	 crèche	managers	 or	 principals	 at	 the		
respective	sites	and	were	asked	by	 the	school	 to	volunteer	 for	 the	study.	They	were	 invited	 to	an	
introductory	session,	during	which	the	purpose	of	the	research	was	explained.		They	were	then	invited	
to	take	part	in	an	initial	focus	group	after	an	informed	consent	form	had	been	signed.	
Desktop	 research	 was	 initially	 used	 to	 establish	 a	 concise	 history	 and	 development	 of	 wordless	
picturebooks	 in	South	Africa,	 as	well	 as	 their	 current	use	 in	educational	environments.	During	 the	











Qualitative	 data	 analysis	 is	 a	 “process	 of	 inductive	 reasoning,	 thinking	 and	 theorising”	 (Shurink,	
Fouche	&	De	Vos,	2011:	399).		The	process	of	data	analysis	suggested	by	Braun	and	Clarke,	2006	(in	
Braun	&	Clarke,	2013:	121)	was	used	throughout	the	process	of	thematic	data	analysis	in	this	study;	
namely	 reading	 and	 familiarising,	 coding,	 searching	 for	 themes,	 reviewing	 themes,	 defining	 and	
naming	themes,	and	writing	the	report.		
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Ethical	 clearance	was	 granted	 by	 the	 Stellenbosch	 University	 Research	 Ethics	 Committee:	 Human	
Research	 (HUMANIORA)	 on	 20	 November	 2014.	 Research	 participation	 was	 voluntary	 and	 all	
measures	 were	 taken	 to	 ensure	 that	 participants	 were	 protected	 at	 all	 times.	 Participants	 were	
informed	that	they	were	free	to	withdraw	from	the	research	at	any	time	without	any	repercussions,	
























and	 multimodality.	 Multiliteracies	 is	 approached	 as	 a	 backdrop	 to	 understanding	 changing	
perspectives	 of	 literacy	 and	 is	 a	 foundation	 for	 multimodality.	 The	 researcher	 also	 discusses	
multimodality	in	education,	reading	and	children’s	picturebooks.		
Chapter	 3:	 Wordless	 picturebooks	 as	 a	 genre	 is	 investigated	 in	 this	 chapter,	 which	 traces	 the	
characteristics	and	history	of	the	genre.	The	researcher	outlines	wordless	picturebooks	as	multimodal	
recourse	in	a	multimodal	social	semiotic	analysis	of	the	genre,	before	proceeding	to	a	brief	discussion	






















Chapter	 6:	 This	 chapter	 presents	 the	 findings	 of	 the	 primary	 research,	 which	 are	 discussed	 with	
reference	 to	 the	 theoretical	 framework,	 literature	 review	 and	 contextual	 factors.	 A	 discussion	 of	
participant	reaction	to	wordless	picturebooks	during	the	course	of	the	reading	programme	follows	an	
initial	 discussion	 on	 the	 implementation	 of	 the	 reading	 programme,	 with	 particular	 reference	 to	





key	 findings	 in	 relation	 to	 the	 research	questions	which	guided	 the	 study.	 Factual	 conclusions	 are	
drawn	and	recommendations	made,	based	on	the	findings	from	the	reading	programme,	before	these	
are	discussed	in	terms	of	what	they	may	mean	for	the	bigger,	conceptual	picture	within	the	South	









































The	 theoretical	 framework	 forms	 the	 conceptual	 lens	 from	 which	 the	 reading	 of	 wordless	
picturebooks	will	be	discussed,	analysed	and	interpreted	within	the	South	African	context.	Multimodal	
social	 semiotics	 provides	 a	 theoretical	 point	 of	 departure,	 as	 it	 enables	 one	 to	 look	 at	 all	 socially	
organised	 resources	 employed	 by	 people	 in	 meaning-making	 (Bezemer,	 Diamantopoulou,	 Jewitt,	
Kress	&	Mavers,	2012:	1).	Although	the	frameworks	of	social	semiotics	and	multimodality	overlap	to	
a	large	extent,	they	will	be	discussed	separately	before	introducing	multimodal	social	semiotics	as	an	
















emphases	 on	meaning-making	 in	 all	 modes	 and	 brings	 these	 into	 ‘one	 descriptive	 and	 analytical	
domain’.	Modes	can	include	image,	writing,	speech	and	gesture	–	to	name	a	few.	












Social	 semiotics	 describes	 signs,	 sign-makers	 and	 sign-making	 and	 is	 based	 on	 a	 semiotic	 account	
developed	by	linguist,	Michael	Halliday	(1978),	in	which	meaning-making	is	conceptualised	as	a	choice	





perceived	 the	need	 to	 create	 in	order	 to	 communicate’.	 Semiotic	 systems,	 such	as	 language,	 then	
reflect,	construe	and	exact	our	reality	(Andersen,	Boeriis,	Maagerø,	&	Tønnessen,	2015:	11).	Halliday’s	
linguistic	theory	was	the	foundation	on	which	Hodge	and	Kress	(1988)	developed	their	theory	of	social	



































just	 instances	of	 it”	 (Hodge	&	Kress,	1988:	1).	Semiotic	analysis	 can	extend	 to	any	media	 in	which	





(2014)	writes	 that	 “semiotics	 and	 that	 branch	 of	 linguistics	 known	 as	 semantics6	 have	 a	 common	




Chandler,	 2002:3)	 notes	 that	 	 “[d]ifferent	 media	 and	 genres	 provide	 different	 frameworks	 for	
representing	 experience,	 facilitating	 some	 forms	 of	 expression	 and	 inhibiting	 others”.	 The	 ‘first	
principle’	of	semiotic	systems	then,	as	argued	by	Emile	Benveniste	(in	Chandler,	2002:	3),	‘is	that	they	
are	not	‘synonymous’.	In	other	words,	we	cannot	say	“the	same	thing”’	in	systems	which	are	based	
                                                
6	Semantics	is	the	study	of	the	relationship	of	signs	and	what	they	stand	for	(Chandler,	2014);	
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the	 classifications	 of	 distinctive	 signs,	 Peirce's	 fundamental	 classification	 is	 very	 widely	 used	 in	
semiotic	 studies.	 Regarded	 by	 Pierce	 as	 'the	most	 fundamental'	 division	 of	 signs,	 Chandler	 (2014)	
writes	 that	 this	 categorisation	 is	more	practical	 as	 a	 classification	differing	 'modes	of	 relationship'	
connecting	sign	vehicles	and	their	referents9,	rather	than	as	distinct	'types	of	signs'.	For	the	purposes	
of	 this	 study,	 this	classification	system	serves	 to	demonstrate	 the	basic	manner	 in	which	wordless	
picturebooks	would	function	(refer	to	Chapter	3),	and	as	such,	this	paper	will	not	provide	an	in-depth	
analysis	of	signs	apart	from	that	of	Pierce.	The	formation	of	these	signs	is	important	in	understanding	






another	 quality	 that	 is	 similar	 to	 the	 signified.	 Examples	here	 include	 a	 portrait,	 a	 cartoon,	 sound	
















a	message	 that	 can	 be	materially	 autonomous.	 In	 other	 words,	 it	 does	 not	 rely	 on	 its	 sender	 or	
receiver.	As	such,	texts	are	usually	documented	in	some	way;	for	example,	writing	or	audio-recording	
(Chandler,	 2014).	 A	 text	 is	 in	 effect	 a	 ‘weaving	 together’	 of	 signs	 to	 communicate.	 The	 signs	 that	
comprise	the	text	belong	to	specific	codes	that	can	be	defined	as	systems	bound	by	paradigmatic	and	
syntagmatic	relations	(Sebeok,	2001:	7).		
Codes,	a	 central	 concept	 in	 semiotics,	 serve	as	 the	 framework	–	or	a	 learned	a	 shared	conceptual	








photography	 “introduced	 a	 new	 way	 of	 seeing	 which	 had	 to	 be	 learned	 before	 it	 was	 rendered	
invisible”	(Chaplin,	in	Chandler,	2014).	The	reader	is	required	to	decode	cues	as	a	means	to	understand	
the	 text.	 Anthropologists	 regularly	 find	 that	 people	 in	 primal	 tribes	 experienced	 initial	 difficulty	
decoding	 photographs	 and	 films	 (Deregowski,	 1980,	 in	 Chandler,	 2014).	 Semioticians	 suggest	 that	
although	repeated	exposure	makes	 'visual	 language'	seem	normal,	the	need	to	 learn	how	to	 'read'	
different	kinds	of	 texts	 still	exists	 (Chandler,	2014).	 In	a	 similar	 sense	and	within	 the	scope	of	 this	
study,	illustrations	act	as	codes	that	need	to	be	interpreted	by	a	reader	to	make	sense	of	a	text.		
However,	despite	the	impressive	achievements	it	has	to	its	credit,	semiotics	has	been	subjected	to	a	




















a	 sign	 according	 to	 the	 interest	 of	 the	 maker	 in	 a	 specific	 social	 environment.	 The	 new	 sign	
becomes	available,	as	a	 remade	signifier,	 for	 the	making	of	yet	other	 signs.	Social	 semiosis,	 in	
other	words,	 is	both	choice	of	existing	signifier-resources	and	the	making	of	signs,	newly,	from	
them.	
Pippa	 Stein,	 in	 her	 book	Multimodal	 Pedagogies	 in	Diverse	 Classrooms	 (2008),	 identifies	 five	 key	
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Saussure	contrasts	‘langue’	as	an	abstraction,	a	closed	system	of	normatively	identical	forms,	with	
the	 unpredictable	 messiness	 of	 ‘parole’,	 which	 he	 defines	 as	 ‘ephemeral’,	 ‘individual’	 and	
‘dependent	on	the	will	of	the	speaker’.	This	focus	on	‘langue’	as	a	closed,	stable	system	produces	































                                                
11	Semiosis	is	the	action	involving	the	production	of	meaning	




goal,	 a	 context	 and	 a	 purpose,	 and	 it	 creates	meaning	 by	 functioning	 on	 the	 semiosic	 plane.	 The	
semiosic	plane	refers	to	the	social	practice	by	which	meaning	is	made.	A	message’s	meaning	is	derived	
a	mimetic12	or	representative	function	that	it	performs,	which	is	referred	to	as	the	mimetic	plane.	It	is	
connected	 with	 the	 world	 to	 which	 it	 refers.	 Text	 is	 associated	 with	 the	 mimetic	 plane	 of	
representations,	while	 discourse	 is	 better	 connected	 to	 the	 semiosic	 plane	of	 socially	 constructed	





material	 object	 created	 in	 discourse	 (Hodge	 &	 Kress,	 1988:	 6).	 Discourse13	 can	 be	 viewed	 as	 the	



























to	visual	 images,	 the	term	refers	to	the	manner	 in	which	reality	relates	to	representations	thereof	
(Stephens,	 2000:	 46–47).	 The	 concept	 of	 modality	 in	 social	 semiotics	 relates	 to	 issues	 of	
representation	 (such	 as	 fact	 versus	 fiction,	 and	 reality	 versus	 fantasy)	 and	 questions	 of	 social	
interaction,	because	truth	is	also	a	social	question	in	that	what	is	considered	true	in	one	context	is	not	
in	 another;	 and	 different	 social	 groups	 and	 establishments	 favour	 different	 kinds	 of	 truth	 (Van	
Leeuwen	2005:	160,	164).	Kress	and	van	Leeuwen	(1996:	159,	in	Chandler,	2007:	65)	write	that	truth,	









Hodge	 and	 Kress	 (1988:	 128)	 suggest	 that	 although	 less	 delimited	 than	 the	 system	 of	 verbal	
languages14,	 readers	 of	 visual	 texts	 also	 read	 modality	 of	 such	 texts	 in	 a	 reasonably	 predictable	
fashion.	Modality,	 as	 context	dependent,	 is	 coded	according	 to	 certain	orientations.	Van	Leeuwen	
(2005:	 167–169)	 identifies	 naturalistic	 modality,	 abstract	 modality,	 technological	 modality	 and	



















heart	of	 social	 semiotics	 (Anderson	et	al.,	2015:	216).	When	considering	social	 semiotics	 from	this	







































confronts	 this	 relationship,	 it	 can	 have	 no	 relevance	 to	 the	 world	 of	 practical	 affairs	 with	 its	
confident	assumptions	about	"reality",	and	it	cannot	account	for	the	role	of	semiotic	systems	in	
that	world.	
A	sign	simply	cannot	 take	away	 from	the	context	 in	which	 it	appears.	Rather	 than	being	 fixed	and	




Semiotics	 entails	 the	 use	 of	 a	 stable	 resource,	 whereas	 social	 semiotics	 entails	 the	 constant	 (re-
)making	of	that	resource.	In	an	education	context,	Kress	(2011:	242)	poses	that	these	two	positions	
produce	 different	 responses	 to	 the	 question:	 “What	 is	 the	 relation	 …	 between	 meaning-making,	
learning	and	identity;	between	environments	for	learning	and	the	potentials	for	learning?”.		
Kress	 (in	Anderson	et	al.,	 2015:	218)	 challenges	 the	Saussurian	notion	of	 the	 sign	by	 rejecting	 the	
notion	that	signs	are	arbitrary,	and	arguing	that	this	notion	is	not	compatible	with	the	view	of	signs	as	
socially	constructed.	The	concept	of	arbitrariness,	in	the	Saussurian	sign,	only	worked	in	one	respect;	




about	 the	 “motivated	 sign”	 –	where	 there	 is	 a	 causal	 relation	 between	 signifier	 and	 signified;	 for	
example,	the	steepness	of	a	graph	indicating	the	rate	of	growth.	He	further	states	(in	Anderson	et	al.,	
2015:	218)	that	if	people	decide	to	have	arbitrary	signs,	they	will	have	them	–	but	it	is	the	decision	
that	 they	want	an	arbitrary	system,	rather	 than	the	sign	 itself	which	makes	 it	arbitrary.	Essentially	
then,	not	even	the	arbitrary	is	arbitrary.	Both	authors	were	influenced	by	Peirce’s	notion	of	the	iconic	




results	 of	 the	 interest	 of	 their	makers,	 and	 this	 interest	 is	 expressed	 through	 the	 selection	of	 apt	
signifiers	for	the	expression	of	the	sign	maker’s	meaning”.	
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highly	 constricted,	 depending	 on	 the	 cultural,	 structural	 and	 political	 context	 in	 which	 they	 are	
entrenched.	Stein	(2008:	23)	writes	that	“[e]very	sign	produced	is	a	representation	of	the	sign-maker’s	






choose	 appropriate	designs,	 according	 to	his	 or	 her	 interests,	 from	a	number	of	 available	 designs	
intended	for	a	specific	audience	and	context	(Stein,	2008:	22)	In	addition,	the	designer’s	competence	
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as	 communities	 have	 created	 a	 set	 of	 resources	 for	meaning-making	 through	 persistence	 of	 their	
work,	 interests	and	predictabilities.	 In	understanding	modes,	Kress	(2011:	247)	poses	the	question,	
“[w]hat	are	taken	to	be	modes	in	this	community,	in	this	social	group?”	instead	of	only	defining	and	
identifying	modes.	 Ethnography	 plays	 a	 role	 in	 establishing	 the	 context	 and	 practices	 of	 different	
communities	or	social	groups.		
A	mode’s	differing	potential	has	an	influence	on	the	choice	of	mode(s)	in	communication	occurrences.	
Sound,	 for	 example,	 has	 infinite	 potential	 for	meaning-making,	 yet	 social	 groups	 only	 ever	 use	 a	
narrow	range	of	these	potentials,	by	choosing	certain	of	the	material	characteristics	of	the	affordances	
of	 sound	 and	 excluding	 others.	 These	 are	 formed	 over	 time,	 in	 constant	 semiosic	 activity	 and	 in	
response	to	the	characteristics	of	a	society	and	their	requirements	at	the	moment	of	sign-making.	The	
selection	of	 different	 characteristics	 differ	 from	 society	 to	 society.	 English,	 for	 example,	 only	 uses	
‘egressive’	 sounds17	 in	 its	 speech	 system	 whereas	 certain	 African	 languages,	 such	 as	 the	 Khoisan	
language,	makes	use	of	‘clicks’,	which	are	not	found	in	the	English	system	(Kress,	2010:	143).	Kress	



















                                                
17	Sounds	made	by	expelling	air	from	the	lungs	(Kress	2011:	248)	





the	 term	 ‘resemiotisation’	 to	 explain	 how	 the	 processes	 of	meaning-making	 can	 change	 between	
contexts.	 During	 this	 process,	 the	 meanings	 attached	 to	 material	 objects	 or	 entities	 can	 shift.	
Resemiotisation	is	 interested	in	how	materiality	serves	to	realise	“the	social,	cultural	and	historical	
structures,	 investments	and	circumstances	of	our	 time	(Iedema,	2003,	 in	Stein	2008:	23).	Kress	 (in	
Stein,	 2008:	 24)	 proposes	 a	 view	 of	 the	 sign	 that	 allows	 for	 an	 exchange	 from	 the	micro-level	 of	
semiotic	 resources	 as	 belonging	 and	 connected	 to	wider	macro-histories	 of	 semiotic	 systems.	 He	
writes	that	this	notion	of	 the	sign	makes	 it	possible	to	connect	the	particularity	of	semiotic	 forms,	
regardless	of	form,	with	that	of	social	organisations	and	histories,	“via	the	actions	of	social	individuals	






further	 developing	 notions	 on	meaning-making,	 semiotic	 systems,	modes	 and	 social	 relations	 and	


























There	 are	 a	 number	 of	 different	 perspectives	 on	 literacy.	 UNESCO’s	 2006	 EFA	 Global	Monitoring	
Report,	Education	for	all:	Literacy	for	life,	presents	a	number	of	different	views,	some	of	which	will	be	
discussed	 in	 this	 section	 before	 continuing	 to	 a	 discussion	 of	 multiliteracies.	 The	 most	 common	
understanding	of	literacy	comprises	a	tangible	set	of	skills	–	specifically	the	cognitive	skills	of	reading	
and	writing.	These	were	viewed	as	 independent	of	the	context	 in	which	they	are	acquired	and	the	
background	 of	 the	 person	who	 acquired	 them.	 Further,	 the	 competencies	 of	 numeracy	 are	 often	
viewed	as	being	part	of	literacy	or	as	a	supplement	to	the	skills	of	literacy	(UNESCO,	2006:	148).		
More	recently,	the	word	‘literacy’	has	been	used	in	a	much	broader,	symbolic	sense	to	refer	to	other	











views	 which	 incorporate	 broader	 social	 contexts	 –	 the	 “literate	 environment”	 and	 the	 “literate	
society”,	which	“encourage	and	enable	literacy	activities	and	practices	to	occur”	(UNESCO,	2006:	148-
149).	Consequently,	 the	understanding	of	 literacy	has	expanded	 to	 include	using	cognitive	 literacy	
skills	in	ways	that	add	to	socio-economic	development	and	to	develop	an	aptitude	for	social	awareness	
and	critical	reflection	as	a	foundation	for	both	individual	and	social	change	(UNESCO,	2006:	147).		







contexts	 pose	 different	 literacy	 demands,	 views	 of	 literacy	 and	 types	 of	 power	 relations	 and	
hierarchies	 of	 knowledge	 (UNESCO,	 2006:	 148-149).	 Terms	 such	 as	 ‘collaborative	 learning’,	
‘communities	 of	 practice’	 and	 ‘distributed	 learning’	 have	more	 recently	 indicated	 an	 emphasis	 on	
social	practices,	rather	than	on	the	individual	mind,	in	updated	considerations	of	literacy	(Rogoff	&	
Lave,	1984;	Lave,	1988;	Rogoff,	2003;	Lave	&	Wenger,	1991,	in	UNESCO,	2006:	151-152).		
Arguably	 the	 most	 famous	 adult	 literacy	 educator	 is	 Paulo	 Freire,	 for	 whom	 literacy	 served	 a	
transformative	function.	Freire	saw	education	as	being	linked	to	change	and	progress	at	an	individual	
level,	 requiring	 personal	 motivation	 and	 commitment	 to	 develop	 (Timpson,	 1988:	 66).	 His	 work	
integrates	concepts	of	active	learning	within	social-cultural	settings.	Accordingly,	the	learner’s	social-
cultural	reality	was	brought	 into	the	 learning	process	and	its	 importance	emphasised.	The	 learning	
process	was	 in	 turn	 used	 to	 challenge	 social	 processes	 (UNESCO,	 2006:	 152).	 Hull	 et	 al.	 (2003:	 6)	
suggest	 that	 Freire’s	 work	 teaches	 us	 that	 language	 and	 literacy	 practices	 are	 inherently	 tied	 to	
“identity	issues,	and	identity	issues	of	necessity	connect	to	issues	of	power,	indexing	one’s	position	in	
relation	to	other	individuals	and	groups	socially	and	economically”.	Freire’s	philosophies	have	been	
used	 as	 pedagogical	 tools	 to	 encourage	 learners	 who	 have	 been	 “oppressed,	 excluded	 or	
disadvantaged	due	 to	 gender,	 ethnicity	 or	 social-economic	 status”	 (UNESCO,	 2006:	 152).	 Timpson	
(1988:	 66)	 presents	 a	 quote	 by	 Freire	 that	 is	 indicative	 of	 the	 type	 of	 change	 he	 saw	 for	 literacy	
practices:	“To	face	our	real	problems,	we	will	need	more	artistry	and	less	science,	more	commitment	
to	change	and	less	attention	to	maintenance,	more	process	skills	and	less	control,	more	faith	and	less	
efficiency”.	 In	 concluding,	 the	 aforementioned	 approaches	 broadly	 reflect	 the	 evolution	 of	 the	
meaning	of	‘literacy’	in	different	disciplinary	traditions.	
The	word	“literacies”	in	new	literacies	has	signalled	a	shift	in	the	manner	that	people	make	meaning	
with	 language	 by	 assigning	 plurality	 to	 literacy.	 Literacies	 thus	move	 away	 from	 the	 standardised	
model	 of	 literacy	 education	 to	 acknowledge	 differences	 based	 on	 situations,	 subjectiveness	 and	
multiple	 text	 genres,	 as	 was	 discussed	 in	 the	 above	 section.	 This	 plurality	 marks	 that	 there	 are	
                                                
18Post	literacy	or	post	literacy	education	is	a	concept	used	in	continuing	education	and	adult	education	programmes	aimed	
at	recently	illiterate	or	"neo-literate"	adults	and	communities,	largely	in	the	developing	world.	




Multiliteracies	 and	Multimodality	 are	 both	 approaches	 to	 literacy	 education	 and	meaning-making	






Multiliteracies	 is	 a	 term	 coined	 by	 the	 New	 London	 Group	 (1996)	 in	 response	 to	what	 Cope	 and	
Kalantzis	(2015:	1)	call	the	“emphatic	and	singular	connotations	to	the	word	‘literacy’”.	In	addition	to	
this,	it	had	become	apparent	that	traditional	literacy	pedagogy	was	not	working	to	achieve	its	goal	of	
providing	 social	 opportunities,	 as	 inequalities	 in	 education	 were	 growing.	 In	 a	 world	 increasingly	
shaped	by	the	forces	of	globalisation	and	manifest	local	diversity,	modes	of	making	meaning	that	were	
strikingly	different	from	each	other	were	juxtaposed	and	it	was	obvious	that	learning	to	communicate	
in	 this	 new	 environment	 required	 different	 skills	 (Cope	&	 Kalantzis,	 2015:	 1).	Multiliteracies’	 first	
argument	deals	with	the	vast	number	of	communication	channels	and	media;	the	second	addresses	
the	increasing	observable	nature	of	cultural	and	linguistic	diversity	(Cope	&	Kalantzis	2000b:	5).	In	the	
original	 article,	 the	 New	 London	 Group	 (1996:	 65)	 argues	 that	 changes	 in	 the	 world	 –	 such	 as	
globalisation,	an	increase	in	immigration	and	technological	developments	–	affect	the	way	we	live	our	
lives.	As	a	result,	“the	languages	needed	to	make	meaning	of	our	world	are	radically	changing	in	three	
realms	 of	 our	 existence:	 our	working	 lives,	 our	 public	 lives	 (citizenship)	 and	 our	 private	 lives	 (life	






&	Kalantzis,	2001).	This	 recognition	of	differences	 is	 increasingly	becoming	more	significant	 to	our	
communications	environment.	According	to	the	New	London	Group	(1996:	64),	
Dealing	 with	 linguistic	 and	 cultural	 differences	 has	 become	 central	 to	 the	 pragmatics	 of	 our	
working,	 civic	and	private	 lives.	Effective	citizenship	and	productive	work	now	require	 that	we	
interact	effectively	using	multiple	languages,	multiple	English	and	communication	patterns	that	
more	frequently	cross	cultural,	community	and	national	boundaries.		
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It	 has	 become	 necessary	 to	 understand	 and	 negotiate	 differences	 on	 a	 daily	 basis.	 Consequently,	
literacy	 teaching	can	no	 longer	solely	 focus	on	the	rules	of	standard	 forms	of	a	national	 language.	
Rather,	 learners	 need	 to	 be	 able	 to	 differentiate	 between	 patterns	 of	 meaning	 occurring	 in	 one	
context	or	another.	These	differences	can	be	attributed	to	a	multitude	of	elements,	including	gender,	
culture	and	subject	matter.	One	can	argue	that	any	meaning	exchange	is	cross-cultural	to	a	certain	
degree	 (Kalantzis	 &	 Cope,	 2001).	 Language	 diversity	 becomes	 an	 ever	 more	 critical	 issue	 when	
considering	the	globalisation	of	communications	and	labour	markets	(Cope	&	Kalantzis,	2001).	
Cope	&	Kalantzis	(2001)	explain	that	the	second	major	shift	contained	in	the	concept	of	Multiliteracies	
is	 the	 impact	 that	 new	 communications	 technologies	 have	 had.	 Meaning	 is	 made	 in	 increasingly	
multimodal	 ways.	 Written,	 linguistic	 and	 alphabetical	 modes	 of	 meaning	 comprise	 this	 meaning-
making	process,	but	are	 incorporated	in	the	broader	scope	of	visual,	audio,	and	spatial	patterns	of	
meaning	 (Cope	 &	 Kalantzis,	 2001).	 Consequently,	 the	 reach	 of	 literacy	 education	 needs	 to	 be	
expanded	so	as	not	to	favour	alphabetical	representations,	but	to	bring	multimodal	representations,	
particularly	those	typical	of	the	new,	digital	media,	into	the	classroom	(Kalantzis	&	Cope,	2012).	
As	 previously	mentioned,	 the	 rationale	 for	Multiliteracies	 is	 discussed	 by	 the	 New	 London	Group	
(1996)	 in	 terms	of	 three	domains;	namely,	 (i)	 changing	work	 lives,	 (ii)changing	public	 lives	and	 (iii)	
changing	personal	lives.	These	will	be	briefly	discussed	in	the	following	section.	
Changing	work	lives	
Newfield	 (2008:	 2)	 writes	 that	 in	 the	 contemporary	 context	 of	 Post-Fordism19,	 hierarchal	
organisational	 arrangements	 are	 increasingly	 being	 replaced	 by	 “flattened	 hierarchies”.	 The	








                                                













and	 indigenous	people	were	required	to	adopt	 the	 language	of	 the	coloniser	 (New	London	Group,	
2000:	 14,	 cite	 Anderson	 1983;	 Dewey	 1916/1966;	 Gellner	 1983;	 Kalantzis	 &	 Cope	 1993a).	
Internationally,	 and	 especially	 in	 the	 South	 African	 context,	 cultural	 and	 linguistic	 diversity	 is	
increasingly	becoming	a	central	issue.	While	literacy	education	must	provide	access	to	languages	of	
power,	it	has	now	also	had	to	take	into	consideration	diversity,	subcultures	and	dialectal	differences	





The	 New	 London	 Group	 (1996:	 70)	 states	 that	 we	 live	 in	 an	 environment	 in	 which	 subcultural	










negotiate	 the	 many	 life	 worlds	 of	 which	 they	 are	 part,	 and	 the	 many	 life	 worlds	 that	 they	 are	
confronted	with	on	a	daily	basis.	Literacy	education	needs	to	address	these	life	worlds	(New	London	
Group,	2000:	16-17).	
In	 short,	Multiliteracies,	 as	 a	 term,	 shifts	 away	 from	 privileging	written	 text	 to	 acknowledge	 that	
literacy	is	produced	in	multiple	ways.	As	a	concept,	it	proposes	that	the	representation	of	language	
and	culture	is	dynamic	and	that	diversity	should	be	acknowledged	in	both.	Pazuik	(2013:	i)	states	that:	




functional	 members	 of	 society”.	 A	 traditional	 emphasis	 on	 alphabetical	 literacy	 (letter	 sounds	 in	
words,	sentences,	 texts	and	 in	 literatures)	are	 increasingly	being	substituted	by	Multimodal	 forms,	




of	modifiers	(computer	 literacy,	media	 literacy),	but	also	because	 its	core	reference	to	reading	has	
been	 blurred”.	 Other	 scholars	 have	 questioned	 why	 literacy	 is	 being	 used	 as	 a	 metaphor	 for	
“everything	else”	(Hull	et	al.,	2003:	2).	One	response	to	this	criticism	is	that	reading,	viewed	in	the	









futures	 in	 all	 areas	 where	 multiliteracies	 address	 change;	 namely,	 the	 workplace,	 public	 and	
community	(Cope	&	Kalantzis,	2000b:	7).	




part	 of	 Design.	 The	 notion	 that	 knowledge	 and	meaning	 are	 historically	 and	 socially	 located	 and	




























re-presentation	 and	 recontextualisation”	 (Kalantzis	 &	 Cope,	 2008:	 203).	 In	 any	 instances	 where	
meaning	 is	created,	a	 revision	of	 ‘Available	Designs	of	meaning’	 takes	place.	As	a	result,	Designing	
always	 draws	 on	 old	 materials	 to	 make	 new	 meaning,	 rather	 than	 being	 a	 simple	 repetition	 of	
Available	Resources.	Designing	transforms	knowledge	by	creating	new	formations	and	depictions	of	
reality.	 Through	 their	 co-engagement	 in	 Designing,	 people	 “transform”	 themselves	 and	 their	
relationship	with	each	other	(Kalantzis	&	Cope,	2008:	203).	
Reading,	seeing,	and	listening	are,	for	instance,	all	occurrences	of	Designing,	and	these	activities,	in	
turn,	 transform	 the	 resources	 that	 have	 been	 obtained	 in	 the	 form	 of	 Available	 Designs	 into	 The	
Redesigned	(New	London	Group,	2000:	23).	 	Meaning-making	is	 iterative,	with	Available	Resources	
constantly	being	used	to	create	and	recreate	patterns	of	meaning.	
The	 outcome	 of	 Designing	 is	 new	 meaning,	 “something	 through	 which	 meaning-makers	 remake	
themselves	(New	London	Group,	2000:	23).	This	is	called	The	Redesigned	and	is	viewed	as	the	way	in	
which	people	are	truly	“designers	of	our	social	futures”	(Cope	&	Kalantzis,	2000,	in	Kalantzis	&	Cope,	






Workplace	 innovations	 and	 school	 transformations	 in	 the	 contemporary	 world	 increasingly	
acknowledge	 the	 significance	 of	 Design.	 Teachers	 and	 managers	 are	 considered	 as	 “designers	 of	






These	 include	 “Linguistic	 Design,	 Visual	 Design,	 Audio	Design,	Gestural	 Design,	 Spatial	 Design	 and	
Multimodal	 Design”	 (Kalantzis	 &	 Cope,	 2008:	 204).	 In	 these	 areas,	 meanings	 are	 increasingly	
interrelated	 and	 created	 in	 relation	 to	 various	modes	 of	meaning.	 This	 is	 found	 especially	 in	 the	




203-204)	 suggest	 the	 following	 questions	 be	 asked.	 They	 suggest	 that	 the	 answers	 be	 used	 as	 a	









                                                
20	Metalanguage	is	a	set	of	terms	or	a	form	of	language	that	is	used	to	describe	or	analyse	another	language.	
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Kress	 (2000:	 179–180)	 states	 that	 the	 rise	 of	modes	 differing	 from	 language	 in	 the	 centre	 of	 the	
domain	of	public	communication	has	several	aspects;	“new	or	newly	prominent	modes	appear	and	
texts	and	 textual	objects	are	more	 clearly	 seen	 to	be	multimodal	–	 that	 is,	 to	be	 constituted	by	a	
number	of	modes	of	representation”.	As	a	result,		theories	of	semiosis	have	to	deal	with	objects	which	
exist	in	modes,	other	than	language,	and	view	all	text-like	objects	as	multimodal.	This	raises	the	very	
question	 of	 whether	 modes,	 such	 as	 those	 written	 of	 spoken	 language,	 can	 be	 regarded	 as	
‘monomodal’	at	all	(Kress	asserts	that	they	cannot).	Language	itself	then,	needs	to	be	reconceptualised	







states	that	the	term	‘multimodality’	 in	 literacy	education	 is	mainly	“associated	with	social	semiotic	




not	 only	 do	 that	multiple	 literacies	 exist,	 but	 also	 that	 these	 different	 literacies	 require	 different	
modes.	Meanings	are	made	in	ensembles,	which	draw	on	and	are	constituted	of	different	modes.	This	
is	apparent	in	all	communication,	in	all	areas	of	the	contemporary	social	world	(Bezemer,	et	al.,	2012:	
                                                
21	Defined	as	pertaining	to	the	study	of	the	similarities	and	differences	between	languages	or	dialects	without	reference	to	
their	origins	(Random	House	Kernerman	Webster's	College	Dictionary,	2010).		
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3).	 	Bezemer	and	Kress	 (2008,	 in	Hassett	&	Curwood,	2009:	270)	define	a	mode	as	a	“socially	and	
culturally	shaped	resource	for	meaning-making”.	Rowsell	and	Walsh	(2011:	55)	theorise	a	mode	as	
regularised	 resources	 for	 meaning-making.	 Image,	 writing,	 layout,	 speech	 and	 moving	 image	 are	
examples	of	modes,	which	can	be	brought	together	or	used	in	isolation	to	achieve	an	effect	in	texts.	










not	 act	 in	 isolation,	 which	 in	 most	 cases	 guarantees	 our	 experience	 of	 our	 semiotic	 world	 as	






mode,	 also	 require	 a	 number	 of	 associated	 sub-modes.	 For	 example,	 a	 linguistic	 code	 can	 be	
consolidated	both	by	speech	and	writing.	Both	these	are	governed	by	the	grammar	of	language	–	but	
speech,	besides	being	linguistic,	also	employs	modes	such	as	volume,	intonation,	speed	and	pausing.	





One	 last	 consideration	made	 by	 Stöckl	 (2004:	 12)	 is	 that	 a	 range	 of	 existing	modes	 represents	 a	
“hierarchically	structured	and	networked	system,	in	which	any	one	mode	can	be	seen	to	fall	into	sub-
modes”.	He	demonstrates	this	by	analysing	the	image	as	a	major	signing	mode.	Like	language,	images	
do	not	 function	 as	 purely	 visual	modes,	 but	 consist	 of	 a	 tactile	 quality	 also	 –	 this	 subsequently	 is	
observed	 in	 the	 meaning	 that	 we	 take	 from	 them.	 The	 materials	 and	 techniques	 used	 in	 the	




he	 argues	 that	 both	 image	 and	 language	 are	 equally	 visual.	 Due	 to	 the	 intricacy	 of	 these	
considerations,	Stöckl	(2004:	13)	subsequently	suggests	the	following	structure	of	modes:	










individual	modes	articulate	and	 represent	meaning	potentials,	but	how	meaning	 is	 constructed	as	
these	 sign	 systems	 interact	 with	 one	 another”	 (O’Halloran,	 2004).	 Representing	 and	 interpreting	
multimodal	 ensembles	 involve	 a	 comprehension	 of	 how	 these	 socially	 constructed	 ensembles	 are	
assimilated	into	cultural	 life	(Sturken	&	Cartwright,	2001,	in	Serafini,	2014:	74-45).	Considering	and	
understanding	 the	 sociocultural	 components	 of	 different	 modes	 is	 as	 necessary	 as	 	 grasping	 the	
technological	 and	 physical	 elements	 of	 a	 multimodal	 ensemble	 or	 multimodality.	 Whereas	
Multimodality	can	identify	which	modes	are	used,	it	is	unable	to	identify	or	tell	us	what	that	difference	








Furthermore,	 these	 effects	 are	 read	 and	 composed	 in	 different	ways,	 compared	 to	 linguistic	 text	
features.	These	differences	enable	modes	to	function	in	varying	types	of	semiotic	work	or	to	function	
in	 similar	 semiotic	work	 in	 a	 variety	 of	ways.	 “Modes	 have	different	 affordances	 –	 potentials	 and	
constraints	for	making	meaning”	(Kress	&	Bezemer,	2008:	171).	Understanding	this	allows	for	“sign	
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makers”	to	do	different	work	which,	in	“modal	ensembles”,	meets	the	author’s	interest	and/or	the	
needs	 of	 the	 audience.	 Stein	 (2008:	 25)	 refers	 to	 this	 as	 the	 different	 grammar	 and	 commutative	





different	beliefs	and	 images	of	 the	world,	as	well	as	different	outlooks	 towards	 the	world	by	 their	
users.	Affordances	were	discussed	in	depth	under	the	subheading	of	Social	Semiotics,	and	thus	will	
not	be	discussed	here.		
Kress	 (2010:	 32)	 touches	 on	 the	 cultural	 specificity	 of	 modes.	 He	 argues	 that	 more	 prominent	





















as	 a	 whole.	 Possessing	 traditional	 print	 literacy	 skills	 continues	 to	 be	 sufficient	 for	 many	
communication	tasks,	but,	in	line	with	the	Multiliteracies	approach,	new	ways	of	decoding	and	coding	
image-text	relationships	are	necessary.	However,	this	does	not	mean	that	a	new	kind	of	reading	will	










As	 the	 topic	of	 this	 research	 is	wordless	picturebooks,	used	 in	a	 	South	African	context	where	 the	
majority	of	the	population	have	limited	access	to	basic	literacy	materials	–	a	much	less	digital	material	
and	eBooks	(refer	to	chapters	4	and	5)	–	the	focus	of	multimodal	reading	remains	in	print	form.	This	




children’s	books,	as	print	 is	only	one	mode	of	 communication	and	not	always	 the	most	 important	
focus.	Reading	in	classrooms	increasingly	pays	attention	to	various	textual	components.	The	focus	is	









development	 in	 young	 children.	 As	 a	 result,	 	 multimodality	 gained	 traction	 around	 this	 time	 and	
research	 shifted	 attention	 away	 from	 formal	 instruction.	 Through	 a	 focus	 on	 processes	 and	




















analytical	 domain”.	Modes,	 such	 as	 image,	 lettering,	 body	movement,	 gaze,	 speech,	 posture;	 and	
media,	for	example	screens,	3D	forms,	books,	notes	and	notebooks	are	a	number	of	resources	which	




yet	 rather	 than	establishing	 an	opposing	hierarchy	of	 valuation,	 it	 sets	 out	 to	 investigate	how	
people	use	and	continue	to	develop	modes	of	communication	in	response	to	social	and	cultural	


















into	 multimodal	 ensembles	 and	 are	 used	 fully	 in	 representation.	 They	 note	 that	 this	 change	 is	
revealing	of	a	need	to	“make	curriculum	knowledge	‘relevant’	through	a	connection	with	students’	
out-of-school	 experience;	 the	 desire	 to	 increase	 student	 ‘engagement’	 through	 ‘interactivity’”	
(Bezemer	 et	 al.,	 2012:	 13).	 These	 changes	 also	 have	 an	 impact	 on	 the	manner	 in	which	 students	
approach	languages,	in	that	they	can	now	be	connected	with	experiences	and	technologies	that	occur	
outside	the	school	space.	 In	South	Africa,	where	there	 is	a	disparity	 in	 language	of	 instruction	and	




basis	 and	participant	 children	will	 face	 in	 a	 few	 years.	 The	 introduction	of	wordless	 picturebooks,	
which	 allows	 for	 different	 languages	 in	 reading	 and	 meaning-making,	 as	 well	 as	 for	 readers	 to	
construct	their	own	meaning	from	the	pictures,	may	facilitate	this	type	of	multimodal	learning	at	a	
preschool	age,	before	children	are	confronted	with	it	at	school.		It	could	serve	an	important	role	in	





















Barbara	 Kiefer	 (2013:	 20),	 Associate	 Professor	 at	 the	 Department	 of	 Curriculum	 and	 Teaching	 at	
















In	 the	 introduction	 to	 their	 book,	Visual	 Journeys	 Through	Wordless	 Narratives:	 An	 International	
Inquiry	with	Immigrant	Children	and	The	Arrival,	authors	Evelyn	Arizpe,	Teresa	Colomer	and	Carmen	
Martínez-Roldán	(2014:	3)	sum	up	the	present	state	in	which	picturebooks	are	viewed	in	research:	






An	 increasing	 number	 of	 researchers	 have	 provided	 a	 greater	 understanding	 of	 picturebooks.	
However,	 for	many	years,	 illustrations	were	treated	as	craftsmanship	rather	 than	 fine	art,	and	the	
picturebook	was	treated	as	being	“childish”	(Kiefer,	2013:	21).	According	to	Colomer,	Kümmerling-
Meibauer	 and	 Silva-Díaz	 (2010:	 1),	 more	 recently	 picturebooks	 have	 received	 more	 enthusiastic	















Wordless	 picturebooks	 have	 become	 a	well-defined	 category	within	 children’s	 literature	 over	 the	




stories.	 Media	 used	 to	 represent	 these	 happenings	 extend	 from	 cave	 paintings	 to	 stained	 glass	
windows.		
In	their	book,	How	Picturebooks	Work,	Maria	Nikolajeva	and	Carol	Scott	(2001:	8)	explore	the	“two	
extremes	 in	 the	word-picture	dynamic”,	which	 they	describe	 as	 the	 verbal	 and	 visual	 sides	of	 the	
spectrum.	On	 the	 extreme	 verbal	 side	 is	 a	 narrative	 or	 non-narrative	 text.	 A	 verbal	 narrative	 can	
become	an	illustrated	story	with	the	addition	of	one	or	several	pictures.	The	illustrations,	however,	
remain	subordinate	to	the	text	at	all	times	–	despite	the	fact	that	different	illustrations	may	impart	
different	 interpretations	of	a	 story.	 In	an	 illustrated	 story,	 the	narrative	as	 such	 remains	 relatively	
consistent,	and	can	be	still	be	read	without	the	pictures.	
On	 the	 opposite	 side	 of	 the	 spectrum,	 the	 extreme	 visual	 side	 would	 consist	 solely	 of	 a	 picture	
narrative	 or	 an	 exhibit	 book	 (picture	 dictionary).	 Nikolajeva	 and	 Scott	 (2001:	 9)	 refer	 to	 “pictures	
without	 words”,	 and	 note	 that	 these	 present	 several	 levels	 of	 difficulty	 for	 a	 reader.	 In	 the	 first	
instance,	an	exhibit	book	(or	picture	dictionary)	presents	few	problems,	and	in	their	opinion	it	is	the	
only	 category	 in	 which	 a	 “total	 correspondence	 of	 verbal	 and	 visual”	 text	 is	 possible.	 With	 the	
exception	of	particular	cases,	exhibit	books	generally	follow	a	convention	where	the	iconic	sign	(for	





that	 the	 reader	 verbalise	 the	 story	 (Nikolajeva	&	 Scott,	 2001:	 9).	 This	 genre	 of	 book	 in	 particular	
elevates	 the	 nature	 of	 meaning-making,	 due	 to	 their	 prioritisation	 of	 reading	 images,	 which	
consequently	 increases	 the	 need	 for	 the	 reader’s	 involvement	 (Arizpe	 et	 al.,	 2014:	 4).	 A	wordless	
picturebook,	according	to	Hillman	(1995,	in	Jalongo,	Dragich,	Conrad	&	Zhang,	2002:	167)	is	a	“pure	
picturebook,”	 which	 tells	 a	 story	 entirely,	 or	 almost	 entirely,	 through	 pictures.	 This	 genre	 offers	
surprising	varieties,	not	only	 in	topics	and	themes,	but	also	 in	 levels	of	difficulty,	and	 it	extends	to	







study,	 ‘picturebook’	 will	 be	 used	 to	 indicate	 the	 inherent	 narrative	 in	 the	 books	 discussed,	 and	


















in	 the	genre	 include	Raymond	Briggs,	Mitsumasa	Anno,	Shirley	Hughes,	Quentin	Blake,	Tord	Nygren,	 Istvan	Banyai,	 Juan	
Gedovius,	Shaun	Tan,	Suzy	Lee	and	Bill	Thomson	(Arizpe	2013:	167)	












































wordless	 picturebook	 aimed	 at	 a	 young	 audience.	 The	 book	 was	 considered	 a	 novel	 step	 in	 the	




limited	 form,	with	narrative	carried	principally	by	 the	visual	 sequence	of	 illustrations	 that	 tells	 the	

















carried	 the	 total	 weight	 of	 the	 narrative.	 He	 further	 states	 that	 “...the	 dynamic	 period	 of	 artistic	
experimentation	 in	 Europe	 that	 followed	World	War	 I,	 when	 artists	 created	works	 that	were	 the	
antithesis	of	everything	ordinary	and	natural,	was	a	 suitable	 time	 for	 the	arrival	of	books	without	
words”	 (Beronä,	 in	Houp,	2003:	1).	Pictures	were	subsequently	considered	as	having	 the	ability	 to	












expository	 information	 (Dowhower,	 1997:	 60).	 Nikolajeva	 and	 Scott	 (2001:	 9,	 21)	 highlight	 the	
complexity	of	the	format	by	pointing	out	that	many	wordless	picturebooks	are	not	designed	strictly	








various	 qualities	 and	 types.	 Furthermore,	 the	 first	 comprehensive	 guide	 to	 wordless	 (and	 nearly	
wordless)	picturebooks	was	 released	 in	2015.	Wonderfully	Wordless:	The	500	Most	Recommended	
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In	 this	 section,	 the	 researcher	 will	 first	 discuss	 some	 of	 the	 theories	 that	 help	 understand	 how	
wordless	 picturebooks	 function	 and	 the	 affordances	 of	 this	 particular	 medium.	 In	 addition,	 the	












distinctiveness	 of	 the	 genre.	 Illustrations	 in	 picturebooks	 are	 essential	 in	 making	 sense	 of	 the	
narrative,	 and	 consequently,	 rather	 than	 using	 congruency	 to	 describe	 the	 relationship	 between	
image	 and	 text	 in	 picturebooks,	 Sipe	 (2008,	 in	Martinez	 et	 al.,	 2016:	 226)	 contends	 that	 text	 and	
illustration	in	this	genre	relate	synergistically	–	each	adding	to	a	whole	that	is	more	complex	than	the	
effect	its	parts	on	their	own.			
Young	 readers	 and	 children	 learning	 a	 second	 language	 generally	 attend	 more	 closely	 to	 the	
illustrations	 than	 the	 printed	 text	 in	 picturebooks,	 viewing	 the	 illustrations	 as	 both	 attractive	 and	
informing	 (Martínez,	 Roldán	 &	 Newcomer,	 2011,	 in	 Martinez	 et	 al.,	 2016:	 226).	 Illustration	 in	
thoughtfully	 constructed	 picturebooks	which	 represent	 authentic	 cultural	 experiences	 of	 children,	
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serve	 not	 only	 to	 support	 learning,	 but	 help	 to	 move	 the	 child	 reader	 through	 the	 story	 world	
(Martinez	et	al.,	2016:	226).	A	multimodal	social	semiotic	approach	to	wordless	picturebooks	would	
focus	on	understanding	how	 the	modes	within	 a	multimodal	 ensemble	work	 together	 to	 create	 a	
whole.	Further,	it	acknowledges	that	texts	consist	of	a	number	of	representational	resources,	which	







pictures	 suggest	 to	 them;	 they	 themselves	 turn	 purely	 visual	 experiences	 into	 verbal	 ones”.	 This	
statement	suggests	that	wordless	picturebooks	also	make	use	of	the	verbal	and	aural	media	forms	in	
creating	a	narrative	text	(Le	Roux,	2012:	12).	As	multimodal	texts,	wordless	picturebooks	are	made	up	












an	 aspect	 of	 a	 visual	 image	 is	 an	 act	 of	 transduction	–	 a	 shift	 from	one	mode	 (image)	 to	 another	
(language)”.		Every	act	of	conversion,	regardless	of	how	literal	and	straightforward	it	is,	remains	a	form	
of	interpretation.	Visual	cues	available	in	multimodal	texts	can	be	understood	in	a	number	of	ways	by	
referring	 to	 the	grammars	 that	are	characteristic	 in	both	 images	and	design	elements	–	which	are	
capable	of	doing	so	because	the	creator	(in	this	case	the	illustrator)	has	intended	for	some	meaning	
to	be	made.	Different	semiotic	 resources	are	chosen	as	a	means	 to	meet	 the	 requirements	of	 the	
meaning-maker.	These	can	be	used	deliberately	or	unintentionally,	without	the	meaning-maker	being	
explicitly	aware	of	how	the	choices	 influence	meaning	 (Kress,	2010,	 in	Serafini,	2010:	96).	Beckett	
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(2001)	 by	 South	 African	 illustrator	 Piet	 Grobler	 provides	 “wordless	 double	 page	 spreads	 of	 a	
progression	 from	a	 sad,	 colourless	Africa,	with	birds	visible	 in	a	 cage,	 through	 the	addition	of	one	
colour	bird	at	a	time	and	eventually	to	a	glorious	seven-colour	rainbow	sunshine”	(Vorster,	2014:	128).		
The	book	illustrates	children	and	animals	chasing	the	rainbow	birds	across	various	landscapes	(Figure	
















concept	within	 South	Africa,	 the	Rainbow	Nation,	 or	 to	what	Archbishop	Desmond	Tutu	 (1993,	 in	
Vorster,	2014:	128)	calls	“the	rainbow	children	of	God”.	It	is	only	when	all	the	colours	of	the	rainbow	
have	filled	the	page	that	we	see	the	children	being	happy	(here	the	facial	expressions	and	gestures	
are	 also	modes)	 –	 dancing	 and	 celebrating	 –	which	 can	 additionally	 be	 interpreted	 as	 a	 symbolic	
reference	to	South	Africa’s	emergence	as	a	democracy,	after	the	years	of	Apartheid.		


















reality”	–	 in	Shadows	 representing	 “a	play	made	by	 the	 child	alone	–	 the	 child’s	 creations	 coming	
alive…”	(Lee,	2015).	
Lee	(2015)	notes	how	these	paratextual	elements	are	used	by	readers,	concluding	that	“all	methods	
of	 reading	 are	 possible	 because	 it’s	 a	 book”.	 Some	 readers	 noted	 that	 by	 placing	 the	 book	 at	 90	
degrees,	the	shadows	look	more	convincing,	as	if	they	are	cast	on	the	floor.	Rotating	the	book	also	
made	it	possible	for	readers	to	choose	the	part	of	the	story	that	they	wanted	to	see	first	–	the	shadow	







                                                
26	This	paper	refers	to	both	paratext	and	peritexts	as	a	concept	 in	 literary	 interpretation	referring	to	the	other	materials	
supplied	by	editors,	printers,	and	publishers,	that	often	surround	the	main	text	of	published	authors/illustrators.	To	maintain	













the	 text;	 as	 to	 what	 focus	 to	 give	 the	 reading”.	 These	 titles	 are	 mostly	 used	 with	 wordless	
picturebooks.	Abongi’s	Journey	(2004)	(Figure	3.3),	a	South	African	wordless	picturebook	used	in	the	
primary	research	for	this	study,	uses	both	the	main	character	and	subject	matter	in	its	title,	clearly	







the	 reader	 would	 have	 a	 different	 attitude	 towards	 the	 images	 and	 could	 certainly	 be	 more	
interested	in	finding	the	horse-rider	than	anything	else.		
Harris	(2005:	6-7)	is	of	the	opinion	that,	although	some	of	the	meaning	of	the	paratextual	elements	














Extracts	 from	 reviews	 included	 in	 children’s	 books	 lend	 authority	 to	 reviewers.	 The	 cultural	















categories	 and	of	 their	working	 out.	 In	 picturebooks,	 there	 occurs	 an	 intermingling,	 juxtaposition,	
challenging	 and	modalisation	between	 the	 visual	 and	 verbal	 in	 particular	ways,	 and	 they	 serve	 as	
structures	that	are	meant	to	be	read.	It	is	important,	however,	to	note	that	they	do	not	determine	the	
child	 reader’s	 reading	of	a	 text.	 From	 the	moment	 children	are	born,	 they	are	 conditioned	by	 the	
effects	 of	 semiosis	 and	 culture.	 The	 new	 born,	 despite	 often	 being	 considered	 a	 tabula	 rasa28	 by	
philosophers	such	as	John	Lock,	is	born	into	a	semiotic	affiliationwith	other	people.	Throughout	their	












                                                
27Acculturated	is	defined	as	being	assimilated	to	a	different	culture,	typically	the	dominant	one	(Merriam	Webster,	2016).		
28The	theory	that	at	birth	the	(human)	mind	is	a	"blank	slate"	(Merriam	Webster,	2016).	












decade	or	 so,	however,	 that	 some	picturebooks	have	been	acknowledged	as	 intricate,	multimodal	
texts,	which	make	 intellectual	 demands	on	 the	 reader.	 Picturebooks	 have	 the	 capacity	 to	 be	 very	
powerful	 texts	 that	 can	 inspire	 emotion	 and	 formerly	 untapped	 thoughts,	 allowing	 the	 reader	 to	
reflect	on	life	and	its	‘vagaries’	(Evans,	2013:	104).				
Semiotic	 resources	 used	 in	 the	 creation	 of	 multimodal	 texts	 differ	 from	 those	 used	 to	 construct	
printed	texts.	They	inherently	present	different	possibilities	for	making	meaning	than	those	used	for	
linguistic	texts.	The	shift	to	a	multimodal	focus	thus	necessitates	that	the	readers	navigate,	design,	








and	 Jane	 Doonan	 have	 used	 Kress	 and	 Van	 Leeuwen’s	 theories	 in	 the	 analysis	 on	 picturebooks.	
Western	 picturebook	 art	 generally	 resists	 non-representational29	 abstraction.	 John	 Stevens	 argues	
that	the	base	modality	of	picturebooks	always	involves	some	degree	of	abstraction	(Mietznet,	Myers	
&	 Peim,	 2005:	 72).	 Mietznet	 et	 al.	 (2005:	 72)	 argue	 that	 children	 learn	 this	 to	 be	 the	 norm.	
Consequently,	 this	 ‘abstract’	modality	 is	 expected	 from	 story	 books,	 whereas	 images	 with	 a	 high	
modality	 –	 such	 as	 a	 photograph	 –	 are	 generally	 associated	 with	 educational,	 “learning”	 books.	
                                                
29	Nonrepresentational	art	refers	to	compositions	which	do	not	rely	on	representation	or	mimesis	to	any	extent	(The	Free	
Dictionary,	2016).	
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However,	not	all	authors	feel	that	this	theory	is	entirely	effective.	Nikolajeva	and	Scott	(2001:	174)	
believe	 that	 drawing	 the	 term	 modality	 from	 its	 linguistic	 context	 provides	 a	 complex	 range	 of	
subjective	expressions,	but	the	approach	developed	by	Van	Leeuwen	and	Kress	depends	on	an	over-
simplistic	 spectrum	 in	 which	 a	 photograph	 has	 a	 higher	 degree	 of	 modality	 than	 an	 abstract	 or	
surrealist	 work	 of	 art.	 For	 example,	 an	 illustration	 of	 a	 mythical	 creature	 would	 immediately	 be	
perceived	as	having	low	modality	–	namely,	 	as	being	unreal.	Furthermore,	the	language	of	picture	





illustrations,	 one	 could	 argue	 that	 they	 predominantly	 deal	with	 sensory	modality	 (Van	 Leeuwen,	




solve.	 From	 this	 perspective,	 the	 illustrations	 need	 to	 meet	 a	 specific	 function	 and	 usefulness.	
Naturalistic	 and	 abstract	modalities	 also	 feature	 naturally	 in	 children’s	 picturebooks;	 for	 example,	




Hinrichsen	 (2006),	 uses	 an	 abstract	modality	 to	 communicate	 its	 narrative	 and,	 although	 basic,	 it	
effectively	 replaces	 the	 function	 of	 text	 in	 structuring	 events,	 time	 and	 space	 in	 a	 chronological	
manner	(Stephens,	2000:	47-48).	This	wordless	picturebook,	aimed	at	very	young	children,	serves	to	




easily	 read	 to	 create	 a	 structure	 of	 events,	 the	 character	 includes	 a	 more	 complicated	 narrative	
question.	Readers	who	do	not	view	these	events	as	plausible	–	a	young	girl,	shopping	on	her	own,	
rather	 than	being	 taken	care	of	by	her	parents	–	may	have	a	 lower	modality	 reading	of	 the	book,	
whereas	children	from	a	South	African	context,	in	which	child-headed	households	are	not	uncommon,	
may	be	better	able	to	relate	to,	believe	and	elaborate	on	the	sequence	of	images,	leading	to	a	higher	
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modality.	For	example,	reasons	for	the	girl	going	shopping	on	her	own,	rather	than	with	her	parents,	

















the	manner	 in	which	 picturebooks	 are	 constructed	 has	 transformed	 to	 increasingly	 challenge	 the	
reader.	According	to	Nikolajeva	and	Scott	(2006:	250,	in	Johnson,	2009:	52),	the	readers	are	“required	
to	 bring	 their	 own	 answers,	 their	 own	 resolutions	 to	 the	 works,	 and	 to	 join	 forces	 with	 the	
author/illustrators	in	creating	the	scenario,	the	story	and	the	interpretation”.	This	is	also	apparent	in	
reader	 response	 research	conducted	using	wordless	picturebooks,	as	discussed	 in	Section	3.6.	The	





Authors	 such	 as	Nières-Chevrel	 (2010),	 Sandra	 L.	 Beckett	 (2012),	 Nikolajeva	 and	 Scott	 (2001)	 and	
Nodelman	(1988)	have	written	comprehensively	about	how	readers	make	sense	from	the	visuals	of	
picturebooks.	Nières-Chevrel’s	(2010:	129-137)	critical	analysis	of	L’Oage	(The	Thunderstorm)	by	Anne	
Brouillard,	 for	 example,	 concludes	 that	wordless	 picturebooks	 “draw	on	 all	 the	 potential	 of	 visual	
literacy”	and	that,	in	combination	with	narrative,	the	“depicting	power	of	pictures”	has	a	make-believe	
power	over	the	reader/viewer.		




states	 that	wordless	picturebooks	 require	 that	 the	 reader	 recognise	 that	 there	 is	 a	problem	 to	be	
















has	 undergone	 drastic	 changes	 since	 the	 New	 London	 Group’s	 (1996)	 call	 for	 a	 much	 broader	
definition	 of	 literacy.	 Arbuckle	 (2004:	 445),	 in	 her	 comments	 on	 the	 use	 of	 term	 “visual	 literacy,”	
touches	on	the	problems	that	accompany	this	broader	view	of	literacy.	She	states	that	“visual	literacy”	
often	seems	to	be	based	on	an	oversimplified	notion	that	visual	images	are	a	universal	language.	This	
is	 not	 the	 case,	 as	 even	 reading	 pictures	 requires	 certain	 cognitive	 skills,	 such	 as	 interpreting	 an	
arrangement	of	elements	on	a	flat	surface	as	representative	of	objects	in	the	real	world.		






meaning	 from	wordless	picturebooks.	 These	 could	 include	 choices	of	media,	 colour	and	 style	 that	
communicate	 a	 mood	 and	 atmosphere.	 Beckett	 (2014:	 65)	 states	 that	 many	 book	 artists	 of	 the	
twentieth	century	have	challenged	the	conventions	of	the	codex	form	(binding,	standard	page	sizes,	
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fixed	sequence)	as	a	means	to	explore	new	ways	of	telling,	and	consequently,	reading,	narratives	–	




intertextuality,	 in	which	both	 the	 individual	 illustrations	and	 the	picturebooks	are	viewed	as	signs.	
Their	 work	 demonstrates	 how	 visual	 cues	 powerfully	 affect	 the	 ways	 in	 which	 readers	 construct	
meaning	with	regard	to	the	story	narrative	(Golden	&	Gerber,	1990).	Likewise,	Elster's	(1998)	research	
into	influences	on	children's	emergent	readings	of	picturebooks	indicated	that	visual	prompts	had	a	













1973:	 22).	 In	 discussing	 the	 narrative	 aspects	 of	 pictures,	 Ryan	 (2011)	 argues	 that	 pictures	 have	
specific	 narrative	 capabilities	 compared	 to	 language.	 For	 example,	 their	 capability	 to	 provide	 a	
sophisticated	 impression	of	 the	spatial	arrangement	of	 the	story	world.	Furthermore,	pictures	can	
make	use	of	facial	expressions	and	body	language	to	suggest	emotions,	and	they	can	visually	represent	




Silva-Díaz,	 2013:	 119),	 but	 also	 emotion	 and	 understanding	 of	 character	motives.	 The	 absence	 of	
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might	 “meditate”	 on	 each	 small	 detail	 and	 reflect	 on	 the	 story	 as	 a	 whole.	 The	 Arrival	 is	 a	
contemporary	expression	of	 the	capacity	of	 imagery	 to	 illustrate	 ideas	and	narratives	 that	are	 far-
reaching	and	communicate	with	audiences	at	different	levels	(Belfer,	2011).	
Max	(Figure	3.6),	a	wordless	picturebook	by	South	African	illustrator	Warwick	Goldswain	(2010),	gives	
insight	 into	how	wordless	 picturebooks	 can	 signal	 character	 traits.	Max	 is	 a	 young	 cheetah	 and	 is	
depicted	watching	television.	His	surrounding	area	is	messy	–	the	floors	are	covered	in	dirt,	there	is	a	
fly	buzzing	around	him	and	his	body	position	is	indicative	of	a	lack	of	motivation	to	move.	Max	is,	as	
the	reviews	of	 the	book	describe,	 lazy.	Laziness	 is	a	characteristic	 that	 is	not	easily	communicated	






be	noted	 that	 symbols	 can	differ	between	 culture	 groups.	 Especially	 in	 the	 South	African	 context,	
illustrators	need	an	awareness	of	the	cultural	inferences	that	a	symbols	may	have.	
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print	(Serafini,	2014:	24).	As	noted	in	the	previous	section,	many	researchers,	such	as	Serafini	(2014)	











Page	 (2010:	 21)	 notes	 that	 “[n]arratives	 are	 embedded	 in	 embodied	 communicative	 events	
experienced	 in	 a	 particular	 environment”.	 Traditional	 narrative	 theory	 preserves	 the	 notion	 of	
monomodality	 and	 gives	 preference	 to	 verbal	 resources,	whereas	 a	multimodal	 narrative	 analysis	
focuses	on	the	integration	of	semiotic	resources,	rather	than	a	comparison	of	different	media,	and	
investigates	the	narrative	affordances	of	certain	media	(Page,	2010:	19,	21).	This	type	of	analysis	also	








This	 is	 specifically	evident	 in	wordless	picturebooks,	where	 the	 reader	 is	 required	 to	verbalise	 the	
story,	due	 to	 the	 lack	of	words.	 Images	can	depict	narrative	elements	–	 for	example,	participants,	
objects,	environments	or	actions	–	and	are	set	up	in	a	relationship	between	participants	(in	the	image)	
and	 the	 viewer	 of	 the	 image.	 Participants	 are	 ‘actors’	 in	 an	 image	 that	 carries	 out	 processes.	
Participants	 in	 the	 image	 may	 act	 and/or	 react	 to	 each	 other	 or	 other	 elements	 in	 the	 picture.	
Picturebook	 images	 often	 depict	 something	 happening	 to	 a	 participant,	 or	 a	 participant	 doing	
something	to	an	object	or	another	participant	(Serafini,	2013:	63).	Kress	and	Van	Leeuwen	(1996:	56-
57)	refer	to	‘narrative	vectors’,	describing	the	connection	between	objects,	participants	and	viewers	
as	 imaginary,	 or	 the	 “unfolding	 actions	 and	 events,	 processes	 of	 change,	 transitory	 spatial	





as	a	person,	or	only	the	arm	or	 leg	of	a	person.	They	can	also	be	 in	the	form	of	 invisible	 lines;	 for	








hill,	 the	 direction	 of	 the	 landscape	 lines	 and	 lastly,	 the	 direction	 of	 the	 birds	 flying	 overhead,	 all	
indicate	that	there	is	an	event	that	will	take	place,	or	a	relationship	that	will	be	formed	with	Abongi	
and	 the	 donkey	 cart.	 Considering	 the	 vectors	 and	 actions	 in	 narrative	 image	 can	 help	 a	 reader	



















hypothesis,	 and	 reading	 actively	 and	 collaboratively”.	 They	 further	 note	 just	 how	 difficult	 and	
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exhausting	 the	 reading	 activity	 can	 be.	 Most	 importantly,	 the	 majority	 of	 studies	 on	 wordless	
picturebooks	highlight	that	readers	are	required	to	actively	partakein	the	reading	activity;	even	more	
with	 this	 genre	 than	 others.	 Read	 and	 Smith	 (in	Whalen,	 1994)	 identify	 reading	 skills	 inherent	 to	
wordless	 picturebooks	 to	 include	 sequencing,	 noting	 details,	 determining	 main	 ideas,	 making	














sequence”	 (Serafini,	20014:	25).	For	 first	 readings,	 readers	work	on	what	Arizpe	calls	 the	“running	
present”	–	 in	which	 readers	do	not	know	what	 is	 significant	or	will	happen	 in	 the	 future.	Readers	
should	 also	 be	 able	 to	 acknowledge	 that	 there	 exists	 an	 assortment	 of	 reading	 paths	 that	 can	be	
explored	using	the	visual	narrative	(Arizpe,	2014:	102).	
Interpreting	character	emotions,	 in	addition	to	their	actions,	 is	an	 important	aspect	of	reading	this	
genre	 of	 book.	 The	 lack	 of	 words	 may	 create	 uncertainty	 about	 a	 correct	 interpretation	 here.	
Ambiguity	 and	 uncertainty	 is	 consequently	 an	 aspect	 of	 wordless	 picturebooks	 that	 needs	 to	 be	








Stellenbosch University  https://scholar.sun.ac.za
 64	







generally	 combine	 picture-book	 theory	with	 reader-response	 approaches	 based	 on	 the	 Reception	
Theory	(Arizpe,	2014:	105).	As	this	study	uses	a	similar	approach,	it	proves	useful	to	review	research	
that	focused	on	how	readers	responded	to	wordless	picturebooks.	






“general	 directions”,	 which	 the	 reader	 actualises	 in	 the	 reading	 process	 (Eagleton,	 1996:	 67).	
Ultimately,	 reception	 theory	 requires	 that	 the	 notion	 of	 interpretation	 should	 be	 included	 in	 the	
process	 of	 the	 literary	 experience	 (Kinoshita,	 2004:	 2).	 The	 need	 for	 this	 is	 quite	 apparent	 in	 the	
context	of	wordless	picturebooks,	which	is	a	process	of	interpreting	illustrations	to	create	meaning.		



















…facilitated	by	 the	readers'	 inclination	and	ability	 to	construct	meaning	by	applying	 their	prior	
knowledge	and	experiences	to	the	reading;	bringing	many	different	texts	to	bear	on	the	reading	








Sense-Making	Through	Prior	Knowledge	and	Experiences:	Crawford	and	Hade	 (2000:	66)	 refer	 to	
Rosenblatt	 (1978)	 and	 Smith	 (1988)	 in	 stating	 that	 good	 readers	 bring	 their	 prior	 knowledge	 and	
experiences	 to	 be	 applicable	 to	 their	 reading,	 rather	 than	 reading	 in	 a	 vacuum.	 In	 addition	 to	
understanding	the	basic	conventions	of	the	book	format,	the	children	who	participated	in	the	study	
also	had	prior	knowledge	on	a	range	of	the	subject	matter	to	each	story,	drawing	on	this	knowledge	
and	 experience	 to	 consider	 and	 interpret	 the	 signs	 they	 were	 faced	 with	 in	 the	 illustrations.	
Conversely,	 a	 lack	 of	 prior	 experience	 can	 also	 influence	 an	 individual’s	 reading	 of	 a	 wordless	
picturebook.	 Encountering	 signs	 to	which	 readers	have	not	been	previously	exposed	 	may	 lead	 to	
unconventional	interpretations	of	the	illustrations	(Crawford	&	Hade,	2000:	66).	Arizpe	(2013:	170)	
notes	that:	











“[g]ood	 readers	 are	 able	 to	 read	 new	 texts	 by	 applying	 their	 memories	 of	 other	 texts	 and	 by	











Similarly,	 researchers	 from	the	Visual	 Journeys	 project	 (Arizpe,	2010;	Arizpe,	Colomer	&	Martínez-
Roldán,	2015)	noted	that	during	the	reading	of	wordless	picturebooks,	their	participants	took	on	the	
position	 of	 ‘translator’	 of	 the	 pictures,	 speaking	 ‘for’	 the	 characters.	 They	 also	 demonstrated	 an	
awareness	 of	 the	 need	 for	 them	 to	 become	 the	 narrators	 or	 ‘writers’	 during	 the	 reading	 activity	











Sense-Making	 Through	 Active,	 Playful	 Behaviour:	 An	 increasing	 number	 of	 researchers	 have	
conveyed	the	connection	between	literacy	and	play	over	recent	years	(for	example,	Campbell,	1998;	
Christie,	1991;	Pellegrini	&	Galda,	1993	in	Crawford	and	Hade	2000:	66).	Lewis	(2001:	81)	explains	that	
“play	 is	 what	 children	 do,	 not	 because	 they	 are	 in	 a	 state	 of	 innocence,	 but	 because	 they	 are	
perpetually	learning”.	According	to	Sipe	(2000:	84),	play	with	wordless	books	will	often	take	the	form	
of	 talking	 back	 to	 the	 book	 and	 entering	 the	 book	 through	 other	 books;	 perhaps	 as	 one	 of	 the	
characters.	Children	manipulate	the	story	for	their	own	creative	purposes.	
To	summarise,	 research	 into	readers’	 responses	 to	wordless	picturebooks	has	established	that	 the	
characteristics	of	 these	books	 increase	 the	active,	co-authoring	skills	 that	 readers	already	apply	 to	
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reading	 picturebooks	 with	 words.	 However,	 the	 degree	 to	 which	 readers	 are	 mindful	 of	 the	
requirements	of	the	medium	and	to	which	they	are	able	to	act	on	these	demands,	depend	on	previous	













aspects	 related	 to	 the	 reading	 of	 these	 texts	 being	 examined.	 Literature	 encouraging	 the	 use	 of	
wordless	picturebooks	first	appeared	in	the	1970s	(Dowhower,	1997:	60).	Arizpe	(2014:	102)	writes	
that	 from	 an	 educational	 perspective,	 wordless	 picturebooks	 have	 presented	 opportunities	 in	
supporting	pupils	who	 struggle	with	 reading	 in	 their	development	of	 this	 skill.	 	Other	 studies	 look	
specifically	 at	 investigating	 readers	 and	 reading	 –	 some	 aimed	 at	 understanding	 the	 processes	 of	
meaning-making,	whereas	others	arrive	at	approaches	to	assist	reading	or	at	improving	the	manner	
in	which	these	are	communicated	(	Arizpe,	2014:	102).		





to	 knowledge	 and	 use	 of	 the	 genre,	 including	 descriptive	 intervention	 and	 assessment	 studies.	
Jalongo,	Dragich,	Conrad	and	Zhang	(2002:	167),	in	Using	Wordless	Picture	Books	to	Support	Emergent	
Literacy,	argue	that	 these	books	provide	an	excellent	resource	 for	educators	of	children.	Wordless	
books	 link	 visual	 literacy	 (learning	 to	 decode	 things),	 cultural	 literacy	 (learning	 the	 features	 and	
anticipations	of	social	groups)	and	 literacy	with	print	 (acquiring	reading	and	writing	skills)	and	 it	 is	
through	these	linkages	that	the	genre	supports	the	development	of	basic	literacy	skills.	Reese	(1996:	
172)	also	promotes	the	use	of	the	genre	in	the	classroom	situation,	asserting	that	the	books	can	be	
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used	to	develop	reading	and	language	competence.	Peck	(1989:	138)	and	Handel	(1992:	116)	outline	
the	 basic	 principles	 of	 language	 development	 while	 Hibbing	 and	 Rankin-Erickson	 (2003:	 758-770)	
expand	on	this	basic	framework	 in	their	discussion	on	using	 images	to	 improve	comprehension	for	
struggling	middle	school	readers.		







Lewis	 (2001:	 59)	 asserts	 that	 due	 to	 the	 fact	 that	 children	 born	 in	 the	 twenty-first	 century’s	
environment	are	filled	with	images,	they	are	“more	likely	to	possess	richer	and	better	understanding	









didactic	benefits	 for	emerging	readers.	These	 include	developing	pre-reading	skills	 (similar	to	book	
handling	 behaviour	 in	 the	 aforementioned	 section),	 sequential	 and	 inferential	 thinking	 and	
comprehension	of	 story	and	visual	discrimination.	When	 looking	at	 the	stories	created	by	children	
reading	wordless	picturebooks	from	a	pedagogic	point	of	view,	the	genre	can	be	used	to	determine	
whether	 they	 can	 identify	 and	 reason	 about	 various	 aspects	 of	 a	 story,	 such	 as	 the	 main	 idea,	
possibilities	that	exist	(prediction)	and	if	they	can	associate	events	in	the	story	with	their	own	lives	




the	 importance	 of	 pictures	 in	 the	 process	 of	 becoming	 literate.	 She	 devised	 five	 categories	 in	 a	
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storybook	reading	classifications	scheme.	The	first	four	of	these	are	of	interest	when	considering	the	
use	of	wordless	picturebooks	–	none	of	 these	categories	 include	 text,	but	 the	pictures	allow	 for	a	
‘pretend’	storybook	reading	to	be	negotiated,	as	the	child	is	‘reading’	by	only	looking	at	the	storybook	




pointing,	 commenting	and	 following	 the	action.	The	second	category	 sees	 the	 reader	 forming	oral	
stories,	similar	to	a	conversation,	by	observing	the	pictures.	In	the	third,	the	reader	fluctuates	between	










of	hearing	 literary	 language	and	may	hinder	 learning	 to	 read	and	 literary	appreciation”.	However,	






reconsider	 initial	 impressions.	Encouraging	 this	 type	of	 contemplation	of	a	 text	and	exploration	of	
potential	meaning	 is	a	significant	aspect	of	becoming	visually	 literate	 (Serafini,	2014:	26).	 It	would	


















the	 arts	 and	 humanities	 teach	 children	 imaginative	 thinking.	 Through	 the	 development	 of	 the	
“narrative	imagination”	(Ellison,	in	Nussbaum,	2010:	107),	individuals	are	able	to	develop	their	ability	





socially	 and	 aesthetically,	 is	 arguably	 in	 its	 ability	 to	 envisage	 and	engage	 young	 readers	with	 the	
possibilities	 of	 new	worlds	 and	 new	world	 orders	 (Reynolds,	 2009:	 	 107).	 In	 the	 case	 of	wordless	







biases.	 Johnson’s	 findings	 indicated	 that	well	written,	engaging	 fiction	 can	help	people	establish	a	
rapport	with	characters	from	different	cultures.	Consequently,	the	readers’	tendency	to	stereotype	











until	 death,	 is	 constantly	 interactive	 and	 dynamic	 (Hodge	 &	 Kress,	 1988:	 240).	 Consequently,	 an	
appreciation	of	children’s	roles	in	semiosis	should	be	approached	from	a	stance	that	gives	their	ability	
































Reading	 for	 enjoyment	 begins	 at	 a	 young	 age,	with	 early	 reading	 skills	 playing	 an	 integral	 part	 in	
fostering	 children’s	 confidence	 in	 using	books.	 Reading	 for	 pleasure	 is	 gaining	 focus	 as	 a	 research	
priority,	with	studies	emphasising	both	 its	education	value,	as	well	as	 the	benefits	associated	with	







and	 indigenous	 children	 have	 been	 shown	 to	 be	 at	 particular	 risk	 of	 low	 literacy.	 Page	 Ahead’s	








joint	 reading	practices,	 and	motivating	 factors	 in	developing	a	 love	 for	 reading	are	discussed.	 The	
South	African	context	in	this	chapter	looks	at	the	current	culture	of	reading	and	barriers	to	reading.	







read	 during	 childhood,	 are	 intensely	 influential.	 He	 states	 that	 “[t]he	 influence	 of	 early	 books	 is	
profound.	So	much	of	the	future	lies	on	shelves;	early	reading	has	more	influence	on	conduct	than	
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any	religious	teaching”	(Greene,	cited	in	Sinyard,	2003,	in	Reynolds,	2009:	105-106).	Early	childhood	
specialists	 have	 long	 accepted	 the	 significance	 of	 language	 and	 literacy	 in	 preparing	 children	 to	
succeed	in	school.	Although	literacy	is	not	the	focus	of	this	paper,	there	is	evidence	that	the	activities	
involved	in	early	literacy,	such	as	storybook	reading	and	shared	book	reading,	are	viewed	as	a	means	
of	 maintaining	 interest	 and	 engagement	 in	 reading,	 even	 when	 children	 can	 read	 independently	
(Meiers,	2004:	16).	










It	 is	evident	 that	early	 literacy	practices	and	early	childhood	reading	are	 important,	not	only	 in	an	






In	 an	article	 entitled	Developing	Partnerships	with	 Families	 Through	Children's	 Literature,	Lilly	 and	
Green	(2014)	state	that	the	social	constructivist	theory,	founded	on	Vygotskian32	principles,	includes	
a	cultural	aspect	to	the	dialogue	surrounding	children’s	acquisition	of	literacy.	The	basic	principles	of	
Vygotsky’s	 theory	 is	 that	 the	knowledge	 that	children	construct	 is	 situated	 in	a	socially	negotiated	
cultural	 context	 and	 that	 language	 functions	 as	 a	 key	 element	 in	 children’s	 appropriation	 of	
knowledge.	The	most	efficient	way	of	creating	knowledge	occurs	when	adults	scaffold,	or	support,	
children’s	development	at	suitable	levels.	Lastly,	the	’zone	of	proximal	development’	is	a	continuum	
                                                
31	 Conducted	 more	 than	 30	 years	 ago,	 these	 studies	 remain	 important	 in	 that	 they	 disputed	 the	 prevailing	 belief	 in	
conventional	 or	 adult-defined	 literacy	 as	 the	 lens	 for	 and	 endpoint	 of	 literacy	 development.	 	 Their	 work	 also	 remains	
important	in	terms	of	where	this	study	situates	wordless	picturebooks	as	a	tool	to	develop	a	culture	of	reading.	
32Vygotsky	was	a	social	development	theorist	




Social	 constructivist	 theory	 views	 language	 as	 the	 foundation	of	 the	 relationship	 between	 literacy	
development	and	social	environments.	Supportive	adults	assist	younger	children	in	reaching	higher	
levels	of	learning	through	a	process	called	‘scaffolding’	(Lilly	&	Green,	2014),	which	refers	to	“teacher	
support	 for	 learning,	 in	which	both	 teacher	 and	 learning	are	 co-participants	 in	 a	 learning	activity”	
(Guthrie,	Wigfield	 &	 Perencevich,	 2004:	 58).	 The	 word	 ‘teacher’	 can	 also	 refer	 to	 anyone	who	 is	
considered	more	knowledgeable	than	the	child	–	as	pointed	out	by	Vygotsky	(1978:	86)	when	he	refers	
to	 “more	 capable	 peers”	 –	 and	 can	 consequently	 be	 an	 older	 sibling,	 relative	 or	 parent.	 In	 the	
beginning	of	 a	 scaffolding	 activity,	 the	 teacher	 generally	 performs	high	proportions	of	 the	 activity	
while	the	learner,	student	or	child	initially	only	contributes	smaller	amounts.	As	learner	capacity	and	
















social	 learning	 theory,	 Albert	 Bandura	 (1977	 in	McLeod,	 2011)	 outlines	 how	 children	 observe	 the	
people33	around	them	behaving	in	various	ways	(McLeod,	2011).	Children	pay	attention	to	models34	
and	 encode	 their	 behaviour,	 which	 they	 may	 also	 imitate	 at	 a	 later	 time	 (McLeod,	 2011).	
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Consequently,	children	who	grow	up	in	a	household	where	the	parents	are	active	readers	may	model	














it.	 “Non-persisters”	 generally	 have	 a	 history	 of	 critical	 feedback	 regarding	 their	 worth	 and	
achievement	 from	 their	 mothers,	 in	 stark	 contrast	 to	 their	 highly	 motivated	 age	 mates,	 whose	
mothers	offer	reassurance	and	information	on	how	to	succeed	in	a	patient	manner	(Berk,	2006:	425,	




in	early	 signs	of	 “maladaptive	achievement	behaviours	 that	become	more	 common	during	middle	
childhood”	 (Berk,	 2006:	 425).	 The	 home	environment	 is	 the	 site	where	 autonomous	 achievement	
motivation	is	primarily	established	(Ruhland	&	Feld,	1977:	1363)	and	consequently,	the	environmental	
support	of	children’s	needs	is	of	great	importance	as	they	develop	achievement	motivation.		
‘Mastery-oriented’	 and	 ‘learned-helplessness’	 children	 is	 another	 aspect	 of	 motivation	 that	 Berk	
explores.	 	 Children	who	 have	 high	 achievement	motivation	make	 “mastery-oriented	 attributions”	
(Louw	&	Louw,	2014:	239).	In	other	words,	they	credit	their	success	to	their	own	ability	and	believe	

































parent	 in	 reading	 for	 pleasure,	 stating	 that	 “[p]arental	 involvement	 in	 a	 child’s	 literacy	 has	 been	
reported	as	a	more	powerful	force	than	other	family	background	variables,	such	as	social	class,	family	
size	and	level	of	parental	education	(Flouri	&	Buchanan,	2004,	cited	in	Clark	&	Rumbold,	2006:	21)”.		
Similarly,	Clark	and	Rumbold	 (2006:	6)	 reference	research	 from	the	Organisation	 for	Economic	Co-
operation	and	Development	 (OECD,	2002)	which	 indicates	 that	enjoyment	 from	 reading	has	more	
influence	 on	 children’s	 educational	 success	 than	 their	 family’s	 socio-economic	 status.	 Home	
environments	 in	 which	 reading	 is	 promoted	 as	 a	 source	 of	 entertainment	 also	 contributed	 to	








have	a	major	 impact	on	 the	 future	of	children,	youths	and	adults.	 Interestingly,	 the	 links	between	
reading	for	pleasure	and	literacy	accomplishments	have	been	recognised	predominantly	by	research	
into	 children’s	 reading.	 Limited	 literature	exists	within	 the	 field	of	 adult	 literacy,	 perhaps	because	
reading	for	pleasure	is	less	measurable	than	other	influences	on	a	non-reading	adult’s	quality	of	life,	
such	 as	 income	 (Clark	 &	 Rumboll,	 2006:	 9).	 Research	 with	 children	 has,	 however,	 indicated	 that	















contexts	 that	 assist	 in	 children’s	 early	 vocabulary	development	 in	Western	 societies	 (for	 example,	
Bruner,	1975;	Highberger	&	Brooks,	1973;	Ninio	&	Bruner,	1978)	(Farrant,	2012:	38).	Book	sharing	is	
defined	by	Price,	Van	Kleeck	and	Huberty	(2009:	171)	as	an	activity	“during	which	parents	mediate	
texts	 for	young	children,	 ‘scaffolding’	 their	comprehension	 through	 interactions	about	 the	content	
and	the	illustrations	and	helping	the	child	to	participate	in	more	sophisticated	ways	than	he	or	she	
would	be	capable	of	independently”.	These	types	of	activities	are	also	referred	to	as	read-alouds,	book	
sharing	 and	 storybook	 reading	 (Pollard-Durodola,	 2015:	 1)	 and	 provides	 an	 ideal	 opportunity	 for	
parents	and	children	to	co-construct	knowledge	and	meaning	in	a	social	setting.		





had	 for	 their	 children,	 they	 also	 felt	 that	 they	 (the	 parent)	 personally	 benefitted	 from	 reading	








Further,	 they	 also	 have	 insight	 into	 the	 distinctive	 character	 of	 their	 child	 –	 their	 traits,	 interests,	

















                                                
35	Parenting	capacity	is	defined	by	Seden	(2007:	135)	as	“both	the	functional	aspects	needed	to	ensure	that	children	are	fed,	
clothed	 and	 kept	 safe	 and	 also	 the	 ability	 to	 respond	with	 empathy	 and	 sensitivity	 to	 each	 individual	 child’s	 particular	
developmental	needs”.	




with	 a	 range	 of	 literacies,	 to	 develop	 imagination	 and	 empathy	 and	 fosters	 the	 child’s	 social,	
psychological	 and	 spiritual	development.	 Seden’s	 (2007:	137-138)	 study	highlights	 that	apart	 from	
reading	aptitudes,	the	parent/child	relationship	also	benefitted	from	joint	reading	activities.	Parents	
that	participated	in	the	study	all	shared	the	view	that	emotional	closeness,	empathetic	receptiveness	




other	 literacy	 practices	 throughout	 their	 lives.	 The	 instructional	 know-how	 of	 an	 adult	 is	 a	
fundamental	element	of	interactive	book	reading,	and	in	these	cases,	a	parent	may	feel	intimidated	
or	that	they	are	unable	to	make	sense	of	the	print	that	accompanies	a	picture	book.		However,	reading	
does	 not	 necessarily	 need	 to	 begin	 with	 written	 text.	 Defined	 simply	 as	 an	 active,	 constructive,	



















                                                
36	Concepts	of	print,	according	to	Holdgreve-Resendez	(2010)	are	a	“basic	knowledge	about	how	print	in	general,	and	books	
work”.	
Stellenbosch University  https://scholar.sun.ac.za
 80	
and	 urban	 townships	 that	 characterises	 underdeveloped,	 poor	 parts	 of	 the	 country,	 sometimes	
referred	to	as	the	“third	world”	component	of	South	Africa	(Molawa,	2009:	1).		
According	to	an	article	by	Greg	Nicholson	(2015)	of	The	Daily	Maverick,	an	independently	owned	news,	
information,	analysis	and	opinion	platform,	12	million	South	Africans	 live	 in	severe	poverty.	This	 is	
based	on	a	2015	Statistics	South	Africa	(Stats	SA)	report.	Nicholson	summarises:	
Essentially,	the	latest	statistics	say	that	21.7%	of	South	Africans	live	in	extreme	poverty,	not	being	





live	 in	 areas	 that	 are	 characterised	 by	 extreme	 poverty	 and	 underdevelopment.	 Although	 slightly	





reading	material	 for	 the	home.	Consequently,	many	children	are	not	exposed	 to	books	or	 reading	
before	 they	go	 to	 school.	 In	addition	 to	 the	 financial	 situation	highlighted	above,	 another	 integral	
aspect	 that	 hinders	 children’s	 early	 exposure	 to	 books	 is	 the	 fact	 that	 they	 have	 an	 illiterate	
parent/primary	caregiver.	
The	following	section	will	explore	the	South	African	context	for	wordless	picturebooks,	investigating	









definition	 –	 namely	 that	 of	 being	 able	 to	 read	 and	write	 –	 is	 a	 problem	 that	 he	 believes	 further	
contributes	to	the	lack	of	an	indigenous	reading	and	publishing	culture.	
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The	 inability	 to	 view	 books	 as	 a	 “cultural	 good”	 is	 something	 that	 Professor	M.	 Brown	 (Head	 of	
Department	at	the	University	of	Pretoria’s	English	Department)	believes	is	“one	of	the	…	legacies	of	
Apartheid”	(Brown,	2016).	She	says	that	with	cultural	imperialism	comes	the	sense	that	books	should	
not	be	 imposed	on	people,	especially	 considering	 the	new	age	of	orality	 that	we	are	moving	 into.	
Despite	this,	there	is	a	worldwide	trend	towards	globalisation	and	within	this	it	becomes	impossible	




I	 think	 that	books	are	 very	powerful	means	of	 transmitting	 information.	 In	a	 society	 like	ours,	
where	there	has	been	a	rupture,	and	where	there	 is	a	 lacuna	 in	the	way	 ideas,	narratives,	and	
material	are	being	passed	from	one	generation	to	the	next,	the	book	can	work	very	powerfully	to	









insight	 into	 which	 content	 could	 be	 used	 to	 generate	 wordless	 books	 locally,	 and	 to	 include	
communities	in	the	production	of	these	books	for	future	readers.	
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African	 Schools,	 Elizabeth	 Pretorius	 (2015)	 argues	 that	 the	 education	 crisis	 in	 South	 Africa	 stems	
largely	from	a	literacy	problem.	With	18–20%	of	the	country’s	Gross	National	Product	being	spent	on	
education	 (the	highest	 in	Africa),	 a	National	 Education	Evaluation	and	Development	Unit	 (NEEDU)	
Report	in	2009	(41)	found	that	the	academic	achievement	of	learners	as	a	whole	“does	not	match	the	
levels	of	 investment	 in	 the	school	system”	(Pretorius,	2015:	47).	True	 literacy	development	should	






opportunities	 for	 success,	 in	 addition	 to	 their	 capacity	 to	 add	 positively	 towards	 economic	
development	and	social	cohesion	of	the	country,	is	severe	(FunDza,	2016).	
In	 2016,	 a	 report	 entitled	 Laying	 Firm	 Foundations:	 Getting	 Reading	 Right	 was	 released	 by	 the	
Department	 of	 Economics	 at	 Stellenbosch	 University.	 Compiled	 by	 Spaull,	 van	 der	 Berg,	 Wills,	
Gustafsson	and	Kotzé,	the	report	investigated	the	causes	of	weak	South	African	pupil	performance	in	
literacy	 and	 numeracy	 in	 the	 foundation	 phase	 (Grades	 1	 to	 3),	 ultimately	 concluding	 that	 weak	
foundations	laid	in	Grades	1	to	3	comprise	one	of	the	major	influences	that	lead	to	poor	educational	
                                                
38	The	FunDza	Literacy	Trust	(2016)	is	a	South	African	non-profit	organisation	which	focuses	on	improving	literacy	among	
teens	and	young	adults.	








Louw	 and	 Louw	 (2014:	 176)	 note	 that	 South	 African	 children	 “lag	 behind”	 in	 terms	 of	 emergent	






178)	explore	 is	the	 lack	of	parental	 involvement.	They	note	that	there	exists	substantial	proof	that	








the	 importance	of	activities	 that	are	cognitively	 stimulating,	 for	example	 joint	 reading,	 is	 receiving	
renewed	interest	(Vally,	2012,	in	Louw	&	Louw,	2014:	178).		
Insight	into	the	lack	of	parental	involvement	can	be	found	in	an	article	by	Inge	Wessels,	Soraya	Lester	






                                                
39	 This	 refers	 to	 the	Performance	 in	 International	Reading	 Literacy	 Study,	 an	 international	 comparative	 assessment	 that	
measures	 student	 learning	 in	 reading	 which	 has	 been	 administered	 every	 5	 years.	 40	 countries	 are	 included	 in	 this	
assessment,	including	South	Africa,	Slovakia,	Canada	and	the	Unites	States,	to	name	a	few	(PIRLS,	2016).	
 








for	parents	 from	both	programmes	and	all	 sub-groups”,	with	 transport	being	 the	most	 commonly	
mentioned	barrier	(Wessels	et	al.,	2016:	4).	Gaining	employment	was	also	a	factor	that	contributed	to	

















effort,	 the	 country	 can	 instil	 the	 love	 of	 reading	 and	 create	 a	 reading	 society	 in	 South	 Africa	
(Department	of	Arts	and	Culture,	2013).		
	
Nobuntu	 Mpendulo41	 (in	 Moyo,	 2015),	 the	 Director	 for	 the	 City	 of	 Johannesburg	 Library	 and	
Information	 Services	Directorate,	 believes	 that	 reading	 interventions	before	 school	 is	 a	 route	 that	
                                                
40	It	was	endorsed	as	an	annual	reading	promotion	event	in	2010,	and	in	2013,	was	reported	to	have	established	itself	as	the	
























an	 in-depth	 discussion	 is	 beyond	 the	 scope	 of	 this	 study,	 other	 noteworthy	 programmes	 include	









reading	 entails;	 for	 example,	 through	 a	 parent	 who	 reads	 with	 them	 at	 home,	 an	 older,	 more	
knowledgeable	sibling	or	a	teacher	that	 initiates	storybook	reading	(Pretorius,	2015:	72).	 In	reality,	
however,	the	South	African	context	looks	very	different.		
                                                
42	The	DG	Murray	Trust	is	a	funding	body	for	literary	education	and	childhood	development	institutions.	
43Nal’iBali	were	involved	in	this	research	during	the	story	collection	phase	(refer	to	the	section	on	Research	Methodology).	
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A	2007	survey	on	the	customs	and	opinions	of	reading,	the	South	African	Book	Development	Council	










enjoyment.	 An	 obvious	 link	 exists	 between	 illiteracy	 and	 poverty,	 whereas	 literacy	 and	 economic	
prosperity	 are	 generally	 connected	 (Mahala,	 2010:	 12).	 Pollard-Durodola’s	 (2015:	 8-9)	 research	











you	haven't	met,	we	can't	 raise	children	who	are	 readers	 if	 they	do	not	meet	books."	 	A	study	by	
Nassimbeni	 and	 Desmond	 (2011)	 investigated	 the	 availability	 of	 books	 as	 a	 factor	 in	 reading	 and	
educational	behaviour	in	disadvantaged	primary	schools	in	South	Africa.	After	the	donation	of	books	
to	schools	in	areas	considered	as	“print	poor	environments,”	the	authors	reported	a	“rise	in	the	level	




                                                
44Equal	Education	(n.d)	found	that	92%	of	public	schools	that	do	not	have	functional	libraries.	











activities	 that	not	only	 take	part	at	a	child’s	 school,	but	extend	to	 the	home	environment	and	the	
community.	After	 reviewing	over	80	studies,	Henderson	and	Mapp	 (2002,	 in	Elish-Piper,	2015:	55)	
concluded	that	family	engagement	contributed	to	students’	literacy	achievement,	regardless	of	family	







in	 their	 paper	 Mother-infant	 Booksharing:	 Stellenbosch	 University	 Shares	 Their	 Implementation	
Experience,	 note	 that	 the	 findings	 of	 their	 pilot	 programme	 indicated	 that	 parents/caregivers	 in	
communities	like	Khayelitsha	were	receptive	to	the	idea	of	receiving	booksharing	training	and	were	
interested	in	it	as	a	novel	way	in	which	they	could	facilitate	their	child’s	development.	Caregivers	in	
the	study	who	received	 training	 improved	 their	booksharing	skills	and	became	more	sensitive	and	
responsive	to	their	children	(infants).	Nassimbeni	and	Desmond’s	(2011:	97)	study	also	noted	that	in	








participants	 –	 both	 adults	 (teachers)	 and	 children	 –	 regarding	 the	 value	 of	 reading	 being	







Children	 are	 subsequently	 not	 exposed	 to	modelling	 behaviours	 in	 which	 their	 parents	 read	 as	 a	
leisure	activity,	and	often	do	not	experience	parent-child	joint	reading	before	starting	school.	The	high	


































outlook	 on	 books	 and	 reading	 in	 general.	 Tiemensma	 (2008:	 51,	 60)	 suggests	 that	 parental	
participation	in	reading	activities	can	sometimes	be	more	significant	in	developing	a	culture	of	reading	




Literacy	 Agency	 {NALA},	 2004:	 9).	 Palmer,	 Leiste,	 James	 and	 Ellis	 (2000:	 93)	write	 that	 the	 family	
literacy	movement	 emphasises	 respect	 for	 diversity	 and	 the	 cultural	 heritage	 of	 participants.	 This	








With	 the	 consideration	 of	 the	 cultural	 appropriateness	 of	 literacy	 programmes,	 comes	 the	
consideration	of	culturally	appropriate	reading	material	for	families	to	make	use	of	in	their	homes.	











The	 predominant	 language	 of	 instruction	 in	 South	 Africa	 is	 English,	with	 a	 diminishing	 number	 of	
schools	 that	 have	 Afrikaans	 as	 a	 language	 of	 instruction.	 ISAL	 speakers	 therefore	 remain	
disadvantaged	in	this	regard.		Boakye	(2015:	137)	writes	that:	



















issues	 then	 need	 to	 be	 considered	 as	 relevant	 in	 children’s	 [and	 families’]	 reading	 development	
(Boakye,	2015:	136).	













speaking	children	are	required	to	switch	to	English	as	a	 language	of	 learning.	She	adds	 that	global	
research	has	indicated	that	children	are	unable	to	fully	learn	a	language	within	three	years,	with	the	
suggestion	that	children	should	spend	their	first	six	years	at	school	learning	in	a	language	that	they	























right	 for	 South	 African	 children,	 but	 the	 reality	 of	 this	 is	 often	 very	 different	 than	 the	 desired	
outcomes.	
The	importance	of	culturally	appropriate	reading	material	can	also	be	viewed	from	a	student-centred	
learning	 (SCL),	 also	 referred	 to	 as	 child-centred	 learning	 or	 learner-centred	 education.	 This	 is	 an	
approach	to	education	which	prioritises	the	needs,	abilities,	interests	and	learning	styles.	As	a	teaching	
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the	economic	costs	in	producing	books	in	11	languages,	as	well	as	the	emphasis	on	storytelling	in	some	
of	 the	 low	 SES	 communities	 (Boakye,	 2015:	 135),	 the	 researcher	 is	 of	 the	 view	 that	 wordless	
picturebooks	can	serve	as	a	medium	to	effectively	address	both	issues.		
Wordless	books	require	the	reader	to	tell	the	story	and	in	a	book	sharing	situation,	this	often	involves	
verbalising	 the	 story	 through	 talk.	Without	words	 to	 tie	 down	a	 language,	 readers	 can	 speak	 in	 a	
language	of	their	choice.	Louw	and	Louw	(2014:	246)	note	that	research	has	continually	suggested	the	
significance	of	mother	tongue,	or	home	language,	 instruction	at	school.	Stephen	Krashen	(2004,	 in	
Grundvig,	 2012:	 14)	 has	 established	 that	 reading	 skills	 acquired	 in	 the	 first	 language,	 or	 mother	
tongue,	can	be	transferred	to	a	second	language,	a	sentiment	echoed	by	Louw	and	Louw	(2014:	246).	




children	will	 learn	English	much	more	effectively	 if	 they	 continue	 to	develop	 their	mother	 tongue	
language	while	developing	their	second	language	(Grunvig,	2012:	14).	Wordless	picturebooks	can	be	
used	 in	 the	 home	 and	 at	 school;	 in	 both	 mother	 tongue	 and	 the	 English	 language;	 by	 parents,	












refer	 to	Olen’s	 (1990:	386)	 recommendation	that	storytelling	by	parents,	caregivers,	 librarians	and	
teachers	 is	one	of	 the	best	 techniques	 to	expose	 children	 to	 literacy.	 Storytelling	exchanges	are	a	
reciprocal	 process	 that	 allows	 children	 the	 opportunity	 to	 tell	 their	 own	 stories.	 Wordless	
picturebooks	facilitate	this	through	visual	prompts,	found	in	the	illustrations,	construction	of	the	book	
and	 the	 process	 of	 turning	 pages.	 During	 the	 storytelling	 process,	 children	 are	 given	 a	 chance	 to	
cultivate	their	oral	language	and	to	practice	speaking	to	nonthreatening	people,	such	as	their	family	
or	 groups	 of	 other	 children.	 Consequently,	 occasions	 like	 this	 also	 help	 to	 develop	 self-esteem	
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create	a	bridge	between	 community	 and	 school.	 Palmer	 et	 al.	 (2000:	98)	write	 that	 “[s]torytelling	
allows	 children	 to	 draw	 on	 resources	 from	 their	 homes	 and	 communities”,	 meeting	 one	 of	 the	
requirements	of	 family	 literacy	programmes,	namely	the	employment	of	methods	that	correspond	
with	the	culture	of	the	community	and	that	educate	children	as	to	how	language	is	used	within	their	




People	 also	 simply	 enjoy	 stories,	 which	 can	make	 reading	 a	 book	 that	 harnesses	 storytelling	 and	
creation	pleasant.	 Jonathan	Gottschall,	 in	 his	 book,	The	 Storytelling	Animal:	How	Stories	Make	Us	
Human	(2012:	50),	writes	that	“[t]	he	human	mind	was	shaped	for	story	so	that	it	could	be	shaped	by	
story”.	He	refers	to	recent	studies	in	neuroscience,	which	found	that	when	humans	read	a	book	or	
watch	a	movie,	bodily	 representations	of	emotions	experienced	by	 the	protagonist	–	 for	example,	
disgust	–	are	activated.	Consequently,	 the	 reader/viewer	perceives	 that	 they	are	 literally	 “feeling”	
what	the	protagonist	is	experiencing	or	going	through.		
Fiction	is	about	conflict	and	many	of	the	problems	observed	in	fiction	correspond	to	those	we	face	in	







enough	 to	 eat;	 even	when	 they	 live	 in	 squalor”.	 Pretend	 play	 has	 been	 linked	 to	 storytelling	 and	
narrative	by	Engel	(2016),	who	refers	to	Bruner’s	(1986)	proposal	that	early	play	activities	and	habits	
of	 young	 children	 have	 grammatical	 structure	 embedded	 in	 them.	 She	 argues	 that	 in	 the	 same	
manner,	 the	 elements	 of	 storytelling	 are	 contained	 in	 the	 play	 scenarios	 of	 toddlers,	 even	 when	
children	do	not	“narrate	their	play”	–	they	are	enacting	a	narrative	using	gestures	(Engel,	2016).	
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Narrative	skills	need	to	be	learned	by	children	who,	in	their	early	years,	are	unable	to	form	stories	or	




include	 a	 description	 of	 the	 environment	 or	 context	 of	 the	 event.	 Children	 develop	 their	 skills	 as	
narrators	of	 fictitious	 stories	which	are	based	on	 stories	 they	have	heard	 from	books	or	media	or	
events	 that	 they	have	personally	 experienced	 (Smith,	 Cowie	&	Blades,	 2011:	 419).	 Kelly	 and	Baily	
(2013:	428-429)	 indicate	that	the	predominant	co-constructed	narratives	which	children	tell	with	a	
parent	 or	 peer	 are	 factual	 accounts	 of	 past	 events	 (citing	 Preece,	 1987),	 “typically	 in	 the	 form	of	
episodic,	 event-based	 narratives”	 (Kelly	 &	 Baily,	 2013:	 428).	 Narrative	 ability	 occurs	 in	 a	
developmental	 continuum	between	 the	ages	of	3	and	9	years	old.	Retelling	 stories	 is	 a	means	 for	
children	to	become	familiar	with	the	convention	of	written	stories.	This	provides	a	framework	for	help	
with	reading.	Parents	play	an	 integral	part	 in	making	stories	enjoyable	and	sharing	experiences,	so	
that	 children	 can	 have	 a	 positive	 association	 with	 narrative	 by	 the	 time	 they	 start	 to	 read	
independently	(Smith	et	al.,	2003:	361).		
Stories	 also	 act	 as	 a	 “cooling	 vessel”	 (Bruner,	 in	 Engel,	 2016)	 in	 that	 “emotionally	 and	 cognitively	
powerful	experiences	can	be	reconstructed	with	less	impact	than	they	originally	had”.	Peggy	Miller’s	








past	 could	 serve	 as	 a	means	 to	 heal	 old	wounds	 and	 to	 establish	 a	 sense	 of	 pride	 in	 the	past	 for	
different	cultural	groups.	Harold	Scheub	(in	Dialla-Ogamba,	2012)	uncovers	the	history	of	South	Africa	
through	an	investigation	of	storytellers	and	their	confrontation	of	Apartheid	and	violence	by	means	
of	 storytelling	 in	 his	 book,	 The	 Uncoiling	 Python:	 South	 African	 Storytellers	 and	 Resistance.	 In	 his	
review	of	the	book,	Dialla-Ogamba	(2012)	writes:	
Even	 though	apartheid	has	ended	 in	 South	Africa,	 it	 is	 important	 to	 continue	 to	 tell	 stories	of	
various	 aspects	 of	 the	 history	 of	 South	Africa	 in	 order	 for	 people	 to	 learn	 the	 involvement	 of	
different	people	that	make	up	the	country	before	and	during	the	Apartheid	regime.	

















uniqueness	 lies	 in	 its	 distinct	 capacity	 to	 “provide	 entertainment,	 to	 satisfy	 the	 curiosities	 of	 the	
African	people	and	to	teach	and	impact	important	moral	lessons	about	everyday	life”	(Tuwe,	2016:	3).	





create	 a	 narrative	 via	 the	 contextual	 clues	 of	 the	 visual	 story	 and	 in	 this	 way,	 still	 share	 a	 rich	
experience	with	the	child.	On	the	other	hand,	illiterate	parents	may	not	be	certain	of	how	to	simply	








                                                
45For	the	purposes	of	this	study	however,	we	refer	to	storytelling	with	the	use	of	books	as	a	means	to	stimulate	a	love	for,	
and	a	culture	of	reading,	and	consequently	the	focus	is	on	this	rather	than	solely	oral	storytelling.	
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large	number	of	languages	to	deal	with,	and	perhaps	illiterate	or	semi-literate	caregivers	or	parents,	I	






















of	 local	 relevance	of	 picturebooks	 and	 to	 allow	 for	 the	 educational	 level	 of	 the	 child	 	 Is	 the	 child	





                                                
46 An online search, as well as a search of local libraries and bookstores was conducted. A search of reading organisations in 
South Africa was also conducted to determine if the use of wordless books was advocated in their reading programmes at all. 
47	An	online	search	resulted	in	the	following	examples:	READ’s	Picture	Story	Packs	(1995),	which	contain	a	series	of	eight	full-
colour	posters	that	can	be	read	without	words.	These	usually	included	a	teacher’s	guide	and	a	list	of	specific	outcomes	that	














international	 standards.	They	also	 lack	diversity.	 This	may	be	expected,	 considering	 the	discussion	
















educational	publishers	or	 included	 in	 their	 catalogues,	but	 they	were	deemed	appropriate	 for	 the	
research	in	that	they	did	not	contain	workbooks	or	other	specific	learning	related	outcomes.		
































The	Swimming	Pool	 (2002)	 (Figure	4.1)	by	Fiona	Beal	 (Author),	with	Karen	Engeldow	(Illustrator)	 is	
included	 in	 the	 Star	 Stories	 series	 by	 Juta	 publishers.	 It	 is	 about	 a	 family	 spending	 their	 day	 by	 a	
swimming	pool.	The	relevance	issue	can	be	argued	once	again	with	this	book:	lower	SES	families	would	
not	have	access	to	a	pool,	and	subsequently	the	book	has	little	relevance	to	their	daily	lives.	Due	to	a	
shortage	 of	 books,	 this	 book	was	 used	 in	 the	 study,	 with	 only	 one	 participant	 pair	 reading	 it	 (as	
discussed	in	the	findings).		
The	Rainbow	Birds	(2001)	by	Piet	Grobler	(Figure	2.14),	Geoff	Walton’s	One	Starry	Night	(2011)	(Figure	
4.4)	 and	Abongi’s	 Journey	 (2004)	 by	 Kerry	 Saadien-Raad	 and	 Tania	 Rosser	 are	 wordless	 books	 in	
Masker	Miller	Longmans	(MML)	Stars	of	Africa	reading	series.	They	are	classified	in	the	Stories	section	
of	the	R-1	reading	level.	The	illustrations	are	mostly	in	colour	and	are	set	in	urban	and	rural	areas	all	
over	 South	Africa.	MML	 (2007)	 describes	 them	 as	 “[a]bout	 Africa	 for	 children	 in	 Africa”.	Abongi’s	
Journey	 is	 also	 included	 in	 the	 FWIP	 series	 and	was	 nominated	 for	 the	 2002	 SACBF	Vivian	Wilkes	





spread,	 thus	ensuring	continuity.	Another	book	 in	 the	Stars	of	Africa	 series	 that	 is	wordless	but	 is	
classified	as	an	“information”	book	is	1,2,3	(2001)	(Figure	4.3)	by	Diek	Grobler.	In	this	picture	book,	a	
visit	 to	 the	 zoo	allows	children	 to	 count	all	 the	animals	 they	 see.	Numeracy	 is	 cleverly	 introduced	
through	beautifully	illustrated	and	amusing	images.		
Despite	the	Stars	of	Africa	series	providing	a	separate	series	for	“stories”	within	the	predominantly	
educational	 series,	 an	 online	 search	 found	 that	 the	majority	 of	 these	 books	 are	 also	 classified	 as	
“readers”	 or	 educational50.	 Grobler’s	Rainbow	 birds	 is	 significantly	 different	 from	 the	 educational	
formula,	as	he	uses	his	characteristic	emotive	illustrations	and	variation	of	colour	to	communicate	the	
story.	Abongi’s	Journey	too	functions	more	like	a	storybook	than	an	educational	reader.	The	Maskew	







South	 Africa	 falls	 short	 of	 offering	 the	 type	 and	 variety	 in	 the	 genre	 that	 is	 found	 overseas.	 As	
previously	 mentioned,	 wordless	 picturebooks	 are	 increasingly	 being	 acknowledged	 in	 the	





of	 Pictures:	 Visual	 Literacy	 and	 Print	 Materials	 for	 Adult	 Basic	 Education	 and	 Training	 (ABET)	 by	
Katherine	 Arbuckle	 (2004:	 445-448)	 is	 the	 one	 of	 the	 few	 articles	 that	 investigates	 the	 use	 of	
illustrations51	as	a	singular	means	of	communication,	albeit	from	an	educational	viewpoint.	Arbuckle,	
an	artist	and	illustrator	herself,	 investigates	visual	 literacy	and	issues	that	underlie	the	skill	to	read	
                                                
50These	sites	includeTakealot.com	(2016),	Loot.co.za	(2016)	and	also	catalogues	provided	by	publishers	and	distributors	such	
as	Maskew	Miller	Longman	(2007).	Some	sites	refer	to	the	learning	content	of	the	book.		
51 The study refers specifically to illustrations. Often literacy programmes will encourage parents to use pictures from 
magazines to create stories. These have not been included in the study as the focus is on illustrated books.  











Sandra	Land	&	Zanele	Buthelezi’s	 (2005:	440)	article	 focuses	on	a	dual	 language	(Zulu	and	English)	
picture	story	based	on	a	fictional	character,	a	Zulu	man	called	uMkhize.	The	story	is	published	weekly	
and	depicts	the	adventures	and	misadventures	of	a	resident	of	Pietermaritzburg.	The	authors	describe	
the	 readers’	 response	 to	 this	 story	as	an	example	of	 the	comic	genre.	They	evaluate	new	readers'	
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caregiver.	 The	 research	 findings	 indicate	 that	 wordless	 picturebooks	 can	 be	 used	 as	 an	 effective	
intervention	for	fostering	a	culture	of	reading	by	facilitating	joint	parent-child	reading	practices,	and	
for	the	activity	to	be	carried	out	in	the	home.	The	research	was,	however,	conducted	in	a	setting	that	








risk	of	not	experiencing	 	 the	pleasure	of	 reading	books	with	 their	parents.	 Increased	 focus	on	 the	
factors	 that	motivate	children	 to	 read	and	on	 those	social	and	cultural	 factors	 that	are	barriers	 to	
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social	 order.	 South	Africa	 is	 taken	as	 an	example,	 but	 the	 implications	 stretch	 far	beyond	one	

























































1.		 What	 are	 the	 participants’	 perceptions	 and	 attitudes	 towards	 reading	 with	 wordless	

























This	 study	 notes	 that	 South	 Africa	 faces	 a	myriad	 of	 social	 and	 economic	 problems	 and	 that	 the	
introduction	of	wordless	picturebooks	into	people’s	lives	is	by	no	means	a	single	answer	to	address	






material	 disparities	 and	 an	 array	 of	 social	 and	 health	 problems,	 including	 crime	 and	 violence,	










that	 have	 been	 cited	 as	 contributing	 towards	 the	 current	 context	 of	 the	 research.	 An	 important	
consideration	 is	 South	 Africa’s	 history,	 especially	 the	 legacy	 that	 Apartheid	 has	 left	 since	 its	
abolishment	 in	 1991.	Apartheid	 is	 the	 system	of	 racial	 separation	which	was	 implemented	by	 the	











South	Africa’s	 recognition	 of	 11	 official	 languages	 and	 its	 four	major	 racial	 groups,	 each	 of	which	
contains	ethnic	and	linguistic	sub-groups	(Gibson,	2015:	41),	serves	as	a	testimony	to	the	rich	diversity	











necessary	 skills	 to	 do	 work	 beyond	 unskilled	 labour	 (Ramphele,	 1993:	 30,	 in	 Tshabalala,	 2013).	




been	 created	by	 the	death	and	burial	of	 its	 local	 cultural	originality”.	Consequently,	 the	 colonised	













outcomes	 in	South	Africa,	which	 indicates	 that	better	 facilities	are	correlated	with	superior	 school	
performance.	McKay	(2015:	98)	refers	to	Maille	(2004)	in	her	statement	that	“rightly	or	wrongly,	then,	





factor	–	African-centred	education”.	Although	 flawed	 in	 that	 it	was	based	on	 racial	discrimination,	
Afrikaner-centred	education	enjoyed	much	success	among	Afrikaner	children	and	despite	the	end	of	







lack	 of	 provision	 of	 books	 in	mother	 tongue	 language	 for	 school	 children	 (from	Grade	 4)	 further	
perpetuates	this	issue,	as	mother	tongue	no	longer	features	as	prominent	in	the	educational	space.	In	
his	forward	to	the	2008	edition	of	Franz	Fanon’s	Black	Skin,	White	Masks,	Ziauddin	Sardar	(2008:	xv)	




How	 does	 a	 black	 child,	 who	 is	 presented	with	 an	 absence	 of	 blackness,	 not	 only	 in	 language	 of	
instruction,	but	in	learning	material,	posit	a	“black	self”?	Commey	(2014:	25)	writes	that	prescribed	
reading	 books	 in	 South	African	 schools	 include	Snow	White	 and	 Little	 Red	 Riding	Hood	which	 are	


















Mind:	 the	Politics	of	 Language	 in	African	 Literature	 (1986)	–	writes	 about	 language	and	 its	 role	 in	
national	culture,	history	and	identity.	Central	to	his	theories	are	the	interconnectedness	of	language	
and	culture,	where	“language	as	communication”	and	“language	as	culture”	are	both	products	of	each	
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of	 this	paper,	 the	current	debate	about	 language	and	curriculum	 indicates	a	general	unrest	 in	 the	
country	about	the	ability	of	education	to	accommodate	the	many	cultures	that	make	up	the	country.	








in	 South	 Africa	 is	 still	 reflected	 by	 the	 Apartheid	 settlement	 patterns	 as,	 fundamentally,	 all	 poor	








concept	of	 the	 family.	Consequently,	 certain	 long-standing	 traditions	 such	as	 traditional	marriages	
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continued	 effect	 the	 spacial	 arrangements	 promoted	 by	 Apartheid	 continue	 to	 have	 on	 lives	 of	
children,	who	are	growing	up	in	post-Apartheid	South	Africa,	and	their	families.	
In	 concluding,	 the	 consequences	 of	 the	 Apartheid	 policies	 on	 the	 family	 should	 be	 taken	 into	







benefits	 thereof,	 mass	 urbanisation	 is	 also	 associated	 with	 increased	 pressure	 on	 employment,	










with	 the	economy,	polity,	education	and	 (sometimes)	 religion,	 it	has	been	viewed	as	one	of	 those	






they	 live	make	 it	 impossible	 for	 them	 (Louw	&	 Louw,	 2014:	 394).	 Notwithstanding	 the	 numerous	
positive	changes	for	black	people	since	the	end	of	Apartheid,	many	black	children,	especially,	live	in	
unfavourable	conditions. 
Socio-economic	 factors	 have	 a	 profound	 impact	 on	 the	 family	 as	 the	 “most	 important	 source	 of	
education”	(Hardon,	1998:1,	 in	Department	of	Social	Development,	2013:	6).	The	family	 influences	











also	 often	 unemployed.	 The	 dependents	 in	 FHH	 are	 often	 children	 and	 additional	 monetary	 and	








among	 Africans	 (Mturi	 et	 al.,	 2005,	 in	 Department	 of	 Social	 Development,	 2013:	 20),	 but	 the	
fragmentation	that	migrant	labour	causes	in	families	should	also	be	considered	(Department	of	Social	
Development,	2013:	20).	Skip-generation	households	are	regularly	described	as	“fragile”,	due	to	the	
fact	 that	 the	grandparents	are	often	struggling	with	 their	own	health	and	 financial	 issues,	and	the	
additional	 financial	 obligations	 that	providing	 care	 for	 their	 grandchildren	places	on	 them	 is	often	
linked	 to	 the	psychological	 and	psychosocial	 behaviour	 issues	of	 the	 children	 (Toremann,	2009,	 in	
Department	of	 Social	Development,	 2013:	 20).	 In	many	 grandparent-headed	households,	 the	only	













income	 or	 even	 low	 income	 countries54,	 reflecting	 the	 unequal	 distribution	 of	 resources	 and	
opportunities	in	the	country55.	The	inequality	in	income	distribution	is	sizable	(Van	der	Berg,	2010),	
with	 the	 Department	 of	 Social	 Development	 (2013:	 22)	 attributing	 this	 to	 the	 reproduction	 of	













denies	 children	 the	 competencies	 and	 opportunities	 that	 they	 need,	 not	 only	 to	 survive,	 but	 to	
develop	and	thrive.		
5.2.2.3 Crime	and	Violence	





                                                
53	These	include	life	expectancy,	infant	mortality	or	quality	of	education.	
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the	 run-up	 to	 the	 2016	 regional	 elections.	Municipal	 IQ,	 a	 group	 that	monitors	 and	 assesses	 the	
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Crime	statistics	are	often	a	topic	of	conversation	in	South	Africa,	yet	the	reasons	for	the	high	rate	of	

















(SouthAfrica.info,	 2016).	 Tshwane,	 based	 in	 the	 northern	 part	 of	 Gauteng,	 is	 the	 capital	 of	 South	
Africa,	 while	 Johannesburg	 is	 the	 capital	 of	 Gauteng,	 and	 is	 home	 to	 23.7%	 of	 South	 Africa’s	











                                                
59This	study	makes	use	of	the	General	Household	Census	document	that	was	released	by	Stats	SA	in	2016,	but,	due	to	the	
fact	 that	 detailed	 information	 in	 respect	 of	 especially	 smaller	 municipalities	 and	metropolitan	 areas	 are	 not	 published	
regularly,		the	results	from	the	Census	2011	survey	are	used.	














Funanani’s	 mission	 is	 mobilise	 volunteers	 to	 become	 involved	 at	 grassroots	 level	 with	 children,	
families	 and	 communities	 in	 need,	 to	 source	 and	 co-ordinate	 the	distribution	of	 resources	 and	 to	




and	 Mamelodi	 centres	 are	 located	 in	 impoverished	 communities	 and	 focus	 on	 orphaned	 and	
vulnerable	 children	and	 their	 families.	Both	 these	 locations	have	an	Early	Childhood	Development	
centre,	 which	 provides	 pre-school	 education	 to	 these	 children.	 Children	 are	 also	 provided	with	 a	
healthy	 breakfast	 and	 lunch	 each	 day,	 as	 well	 as	 a	 morning	 and	 afternoon	 snack.	 The	 centre	 is	
committed	to	providing	a	physically	and	emotionally	safe	environment	where	learners	can	develop,	
grow	 and	 learn	while	 having	 fun,	 to	 prepare	 them	 to	 successfully	 navigate	 through	 their	 primary	
school	years.	Further,	the	trust	provides	Family	Support	Services	and	a	Temporary	Safe	Care	Home	for	
those	in	need	of	these	services	(Funanani,	2016).		





                                                
 





African	 (99.2%),	 with	 the	 highest	 age	 distribution	 being	 between	 20	 and	 29	 years	 old.	 Of	 the	
population,	 27.5%	 falls	 under	 the	 youth	 (0-14)	 category;	 	 35.5%	of	 the	population	 (aged	20+)	 has	




is	 44.2%.	 Households	 headed	 by	 females	 make	 up	 37.5%	 of	 the	 population,	 with	 73.8%	 of	 the	
population	having	access	to	formal	dwellings	(Stats	SA,	2011.).		
The	 township	has	been	 the	 scene	of	numerous	protests	over	 the	 last	 two	years	 (2015	and	2016),	
varying	from	service	delivery	and	wage	dispute	protests,	protests	at	the	Shoshanguve	campus	of	the	
Tshwane	 University	 of	 Technology	 (TUT)	 during	 the	 205	 #FeesMustFall60	 movement,	 and	 in	 2016	
protests	over	the	election	of	the	ANC’s	2016	mayoral	candidate	for	the	area.	The	unrest	has	escalated	
to	 violence,	which	has	 included	 the	burning	of	municipal	 vehicles	 and	 shop	 looting	–	with	 foreign	
nationals	falling	victim	to	serious	losses	(Tau,	2016b).		
Research	 was	 conducted	 at	 The	 Funanani	 Trust’s	 Shoshanguve	 centre	 from	 21	 September	 to	 12	
November	 2015,	 with	 the	 assistance	 of	 the	 centre	 manager,	 Marie	 Holtzhausen,	 who	 provided	
information	about	the	study	to	families,	whereafter	they	were	invited	to	volunteer	as	participants.	
The	families	whose	children	are	enrolled	at	the	ECD	at	this	site	or	who	were	part	of	the	Family	Support	
Programme	consist	mostly	of	single	mothers.	 	A	very	small	percentage	of	 the	children	had	 fathers	
(around	12%).	The	majority	of	 the	 families	had	additional	 vulnerabilities,	 such	as	 single	parenting,	
illness,	care	dependent	adults,	emotional	problems,	unstable	family	structures	and	destructive	family	
dynamics,	 such	 as	 neglect	 and	 violence	 (Holtzhausen,	 2016).	 Single	 mothers	 made	 up	 57%	 of	 all	
families	that	were	involved	in	the	centre’s	programmes,	with	a	further	24%	consisting	of	grandmother-




                                                
60#FeesMustFall	is	a	student	led	protest	movement	that	began	in	mid-October	2015	in	response	to	an	increase	in	fees	at	
South	African	universities	




population	of	 33	4557	people	with	110	703	households.	 23.3%	of	 the	population	are	 classified	as	
youths.	Some	61%	of	the	population	live	in	formal	housing,	with	an	average	household	consisting	of	
2.9	 people.	 The	 dependency	 ratio	 here	 is	 35.7%,	 with	 a	 report	 from	 the	 University	 of	 Pretoria	










The	 principal	 reports	 that	 in	 terms	 of	 involvement	 in	 the	 school	 programme,	 parents	 show	 great	
interest	and	excellent	attendance	at	all	 school	events;	 for	example,	 	Sports	Fun	Day,	Concerts	and	
Graduation	events	(King,	2016).	Research	was	conducted	at	the	centre	from	the	22	September	2015	




Foundation,	 2016).	 The	 NEA	 Foundation	 was	 established	 in	 2011,	 with	 the	 vision	 of	 purposefully	
creating	 environments	 where	 change	 is	 possible,	 by	 focusing	 on	 the	 strengths	 and	 potential	 of	
communities,	 effective	 service	 delivery	 in	 early	 childhood	 and	 family	 intervention.	 This	 is	 done	
through	 cultivating	 a	 sense	 of	 responsibility	 in	 communities	 for	 their	 own	 well-being	 and	 future,	
breaking	 the	 cycle	 of	 helplessness	 and	 the	 mind-set	 of	 dependency	 and	 creating	 awareness	 and	
opportunities	for	the	involvement	and	empowerment	of	the	public	(NEA	Foundation,	2016).	In	order	
to	 do	 this,	 the	 foundation	 acknowledges	 the	 need	 to	 familiarise	 themselves	 with	 the	 “dynamics,	
cultures,	values,	roles	and	perceptions	in	the	communities.	Identifying	potential	leaders	and	change	
makers	 is	 fundamental	 to	 form	 power	 partnerships	 within	 the	 communities	 and	 to	 encourage	
ownership	for	accepting	the	challenges	and	the	impact	of	the	projects”	(Steyn	&	van	Vuuren,	2015:	
4).		
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5.2.3.1.2.1 Happy	Sabby	Day	Care	
Permission	was	 granted	by	 the	 Foundation	 to	 conduct	 research	at	one	of	 their	 beneficiary	 sites	 –	
namely,	the	Happy	Sabby	Crèche	–	which	is	located	in	Danville,	Pretoria	West	at	the	entrance	of	the	
Melutsi	 Township	 (See	 Appendix	 C).	 The	 day	 care	 centre	 is	 run	 by	 a	 principal,	 Sabrina	 [surname	


















The	 research	 followed	 a	 qualitative	 approach	within	 a	 constructionist	 paradigm.	 A	 constructionist	
approach	believes	that	reality	can	only	be	socially	and	personally	constructed,	rather	than	objectively	
existing	 “out	 there”.	 Subsequently,	 the	 subject	under	 investigation	 should	be	 actively	 involved,	 as	
reality	 can	only	be	 known	by	 those	who	experience	 is	personally	 (Fouché	&	Schurink,	 2011:	310).	





                                                
61	The	area	is	not	found	on	any	internet	search.	The	name	was	communicated	to	me	by	the	principal	of	Happy	Sabby.	
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frameworks.	Desktop	research	was	conducted	to	establish	the	history	and	development	of	wordless	
picturebooks	 and	 their	 current	 use	 in	 educational	 environments,	 in	 addition	 to	 their	 use	 and	
production	within	the	South	Africa	context.		























PAR	was	chosen	 for	 this	 research,	as	 the	problem	required	 that	 the	academic	 interest	 in	wordless	
books	be	evaluated	in	the	communities	where	such	problems	are	located.	The	study	also	wanted	to	











care	 centres	 in	 literacy-poor	 areas	 in	 Tshwane;	 namely,	 Shoshanguve,	Mamelodi	 and	 the	Melutsi	
Townships.	The	ECD/day	care	centres	were	selected	using	purposive	sampling	and	were	identified	as	
existing	within	 low-literacy	areas	and	 in	 low	SES	areas.	The	rationale	 for	 this	was	 that	 low	 literacy	
levels	are	often	linked	to	lack	of	exposure	to	books,	which	in	turn	is	linked	with	low	SES	families.		
Purposive	sampling	was	used	to	select	participants	at	 the	 three	research	sites,	with	 the	 initial	aim	

































Data	 collection	 at	 the	 Shoshanguve	 and	Mamelodi	 sites	 was	 divided	 into	 four	 sections.	 The	 data	
collection	as	a	whole	was	viewed	as	a	reading	programme,	which	involved	participants	being	given	
books	to	take	home	with	them	and	meeting	every	second	week	for	an	interview	and	to	collect	further	
books	 for	 reading.	 Data	 collection	 was	 done	 in	 the	 form	 of	 one	 focus	 group,	 a	 story	 collection	
workshop	 and	 individual	 and	 group	 semi-structured	 interviews.	 The	 methods	 used	 were	 largely	
dependent	 on	 participant	 preference,	 as	 they	 were	 involved	 in	 decision	 making	 during	 the	
programme.	 Data	 collection	 methods	 that	 worked	 best	 for	 the	 participants	 were	 prioritised	
throughout	 the	programme,	Consequently,	participants	who	preferred	 to	 travel	 together	opted	 to	
have	group	interviews,	whereas	participants	who	lived	close	to	the	centre	sometimes	participated	in	
individual	 interviews.	The	different	phases	of	 the	data	collection	will	be	discussed	below.	All	 focus	
groups	and	 interviews	 took	place	 in	 the	centre	 in	a	private	 space	made	available	at	both	 sites.	At	
Shoshanguve,	 an	 upstairs	 communal	 area	 was	made	 available	 for	 interviews	 and	 the	 researcher,	




and	 focus	 group.	 These	 sessions	 were	 held	 every	 two	 weeks,	 working	 around	 public	 and	 school	
holidays.	The	programme	was	kept	to	the	school	term,	as	it	allowed	for	a	convenient,	safe	meeting	
place	 for	 all	 participants;	 the	 children	 were	 already	 on	 site	 and	 this	 minimised	 the	 transport	
requirements	 for	participants.	Transport	was	arranged	 for	parents	who	did	not	 live	within	walking	
distance	of	the	centre	and	for	those	who	were	physically	unable	to	get	to	the	centre	due	to	illness	or	






















other	 participants	 with	 similar	 interests	 or	 concerns	 facilitates	 an	 environment	 in	 which	 group	
participants	may	be	more	willing	to	share	information	that	they	would	be	comfortable	discussing	in	
an	 individual	 interview	(Robinson	1993),	particularly	with	an	 interviewer	who	 is	not	well	known	to	
them.	 Bryman	 &	 Bell	 (2011:	 237)	 write	 that	 a	 focus	 group	 reduces	 the	 risk	 of	 creating	 a	 power	
relationship	between	 the	 researcher	and	participants,	as	much	of	 the	direction	of	 the	 interview	 is	
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methods	 as	 a	means	 of	 documenting	 their	 stories.	 These	 documented	 stories	were	 later	 used	 as	
source	 material	 to	 create	 a	 wordless	 picturebook	 that	 was	 compiled,	 printed	 and	 bound	 by	 the	
researcher.		
Story	collection	forms	an	integral	part	of	the	research;	as	participative	action	research	(PAR)	requires	
that	 the	 research	 participants	 become	 active	 partners	 in	 the	 entire	 research	 process	 (Baum,	
MacDougall	&	Smith,	2006).	In	this	case,	participants	were	invited	to	create	local	content	that	they	
would	like	to	see	circulated	in	their	community.	Furthermore,	the	goal	here	was	to	get	the	community	
                                                
63	Nal’iBali	 is	a	“national	 reading-for-enjoyment	campaign	to	spark	children’s	potential	 through	storytelling	and	reading”	
(Nal’iBali,	2016).	
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the	 aspects	 of	 this	 study	 that	 seeks	 to	 empower	 communities	 through	 their	 participation	 in	 this	
project.	 This	 aspect	 of	 the	 research	 is	 discussed	 in	 depth	 in	 the	 following	 section	 (refer	 to	
Trustworthiness).	
The	documentation	of	these	stories	–	and	consequently	the	creation	of	wordless	picturebooks	from	
















these	 books	 should	 be	 viewed	 as	 prototype	 products,	 rather	 than	 high	 quality,	 finished	wordless	
picturebooks.	It	is	acknowledged	that	the	future	creation	of	these	books	will	require	more	than	the	
                                                
64	Namely,	Maaike	Bakker,	Stephen	Wallace,	Anike	van	den	Berg	and	Karma	Bosman	(an	illustration	student).	




Prototyping	 provides	many	benefits	 and	 is	 core	 to	 how	designers	 (and	 illustrators)	 do	 their	work.	
Coughlan,	 Suri	 and	 Canales	 (2007:	 3)	 write	 that	 prototyping	 involves	 “moving	 from	 the	 world	 of	




format	 and	 the	 difficulty	 of	 the	 narrative.	 As	 discussed	 below,	 the	 participant	 feedback	 on	 their	





















and	 Nal’iBali’s,	 appeared	 in	 the	 inside	 back	 cover	 of	 every	 book	 as	 a	 means	 to	 acknowledge	 all	 stakeholders	 in	 the	
programme.	Printing	four	copies	of	each	book	(72	books	in	total)	cost	around	ZAR8	000.00,	as	cost-effective	paper	and	staple	
binding	was	used.	However,	it	still	gives	insight	into	the	high	cost	of	printing,	as	each	book	cost	over	R100	to	produce.			




















the	 child).	 It	 is	 acknowledged	 that	 different	 cultures	 have	 different	manners	 of	 interacting	 in	 the	
home,	 and	 it	 cannot	 be	 assumed	 that	 the	 predominantly	 Western	 notion	 of	 joint	 reading	 as	 an	
intimate	 activity	 is	 always	 translated	 in	 the	 same	 manner.	 In	 a	 conference	 paper	 delivered	 by	
Thandeka	Cochrane	(2016),	entitled	Literacy	and	Intimacy:	Embodied	Practices	of	Paired	Reading	and	












Data	 collection	 for	 this	 phase	 was	 done	 in	 the	 form	 of	 two	 semi-structured	 individual	 or	 group	
interviews	over	a	four-week	period	(two	contact	sessions).	The	goal	of	this	study	was	to	extract	rich	
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participant	 pairs	 or	 in	 participant	 groups).	 The	 final	 interviews	 also	 served	 as	 debriefing	 tools	 for	
participants.	This	discussion	served	as	an	idea	sharing	platform	for	the	creation	of	a	storytelling	and	




and	 whether,	 participants	 were	 able	 to	 incorporate	 reading	 as	 part	 of	 their	 routine,	 what	 their	
perceptions	and	attitude	towards	reading	wordless	picturebooks	were	(both	parent/primary	caregiver	
and	child),	whether	they	found	value	in	doing	this	activity	at	home	and	how	they	experienced	reading	
wordless	 picturebooks	 that	 were	 produced	 in	 and	 by	 their	 community,	 as	 opposed	 to	 wordless	
picturebooks	 provided	 in	 the	 previous	 reading	 sessions.	 	 There	 was	 also	 a	 strong	 focus	 on	 how	
participant	agency	has	been	affected	by	the	process.	



















good,	 a	 quiet	 outside	 space	 under	 some	 shade	 netting	was	made	 available	 for	 the	 focus	 groups.	
However,	bad	weather	forced	two	of	the	data	collection	sessions	to	move	indoors	to	the	reception	
area	of	the	daycare	centre.	This	area	was	between	the	classrooms	and	was	very	noisy,	which	made	











































recorder	 and	 then	 transcribed	 (Creswell,	 2014).	 These	 recordings	were	 stored	on	 the	 researcher’s	
laptop,	which	is	password-protected	and	locked	away	when	unattended.	The	researcher	is	the	only	
                                                
67	This	was	never	done	at	the	participant’s	own	expense.	Rather,	a	system	was	set	up	where	the	participant	could	“miss	call”	
or	send	the	researcher	a	“please	call	me”	notification,	and	they	would	be	contacted	by	the	researcher	on	her	account.	
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person	who	has	access	to	this	data,	and	the	data	has	been	stored	using	codes	to	protect	participant	
identities.	 Transcription	 involves	 the	 translation	 of	 spoken	 language	 into	 written	 language.	 The	
transcription	should	be	thorough	and	meticulous,	clearly	identifying	who	is	speaking,	what	is	said	and	
include	non-semantic	sounds	that	were	made	by	any	participants,	such	as	 laughter	 (Braun	&	Clark	
2013:	 162–163).	 Participants	 were	 coded	 according	 to	 site,	 namely	 S	 for	 Shoshanguve,	 M	 for	

















unsure.	Participants	were	 informed	about	 the	procedures	and	 risks	 involved	 in	 research	 (Trochim,	









or	 their	 relationships	with	 any	of	 the	 centre’s	 employees.	All	 participants	were	provided	with	 the	
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researcher’s	 contact	 details,	 as	 well	 as	 a	 contact	 at	 Stellenbosch	 University,	 should	 they	 wish	 to	
express	any	concern	during	or	after	the	reading	project.		
Participants	were	assured	that	identifying	information	will	not	be	made	available	to	anyone	who	is	
















After	 the	transcription	of	 the	data,	 the	researcher	 familiarises	him	or	herself	with	the	data.	This	 is	
common	to	all	forms	of	qualitative	analysis.	The	data	collected	during	this	study	was	initially	sorted	
using	open	coding;	namely,	naming	and	classifying	data	through	a	close	examination.	These	parts	were	
then	 compared	 for	 similarities	 and	 differences	 and	 questions	 were	 asked	 about	 the	 phenomena	
reflected	by	the	data.	Prominent	or	recurring	ideas	or	language	and	patterns	of	belief	that	link	people	
and	themes	together	can	then	be	identified	through	detailed	attention	to	the	data	content.	Themes	



















Lincoln	 and	 Guba	 (in	 Cohen	 &	 Crabtree,	 2006)	 suggest	 that	 trustworthiness	 of	 a	 research	 study	
involves	establishing:	credibility	 (in	preference	to	 internal	validity);	 transferability	 (in	preference	to	





arguably	one	of	 the	most	 important	 factors	 in	ensuring	 the	 trustworthiness	of	a	qualitative	 study.	







supervisor	 from	 Stellenbosch	 University.	 In	 addition	 to	 this,	 on	 completion	 of	 the	 study,	 peer	
debriefing	 was	 conducted	 with	 two	 social	 workers	 from	 the	 Funanani	 centres,	 specifically	 the	
Mamelodi	centre	manager	and	the	Chief	Executive	Officer	of	the	trust.		The	findings	of	the	study	were	
also	presented	at	the	ACLALS	2016	conference	in	Stellenbosch	and	subjected	to	questions	from	other	
academics	 in	 the	 humanities	 fields.	 Feedback	 provided	 by	 all	 involved	 allowed	 the	 researcher	 to	
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with	 academics	 and	 publishers	 that	 provided	 personal	 communication	 for	 the	 study.	 Iterative	
questioning	was	used,	both	during	initial	and	follow-up	interviews,	in	which	the	researcher	returned	







cites	Bitsch,	2005;	Tobin	&	Begley,	2004).	 In	an	effort	 to	achieve	this,	 the	context	of	 the	research,	




Dependability	 holds	 the	 research	 accountable	 for	 accurately	 reporting	 the	 processes	 utilised	





















a	white,	 South	 African	 female,	who	 lives	 in	 very	 different	 circumstances	 to	 those	 of	 the	 research	
participants.	Her	position	can	be	viewed	firstly	as	a	position	of	privilege,	as	she	grew	up	in	a	family	in	
which	reading	was	an	 important	and	nurturing	activity,	and	 in	which	there	was	adequate	 financial	
means	 to	 provide	 appropriate	 reading	 and	 learning	materials.	 Secondly,	 the	 researcher’s	 position	
needs	to	be	considered	as	a	position	of	power,	as	research	in	the	social	sciences	in	based	on	human	
interaction	 (Das,	 2009).	 During	 this	 interaction,	 human	 relationships	 are	 built	 and	 are	 central	 in	
qualitative	research.	This	frequently	includes	interviews	in	which	participants	are	asked	to	respond	to	
personal	 questions.	 Das	 (2009),	 citing	 Gottfried	 (1996),	 notes	 that	 “[t]he	 process	 of	 conducting	






and	 the	 storytelling	 workshop	 was	 an	 integral	 aspect	 of	 the	 research.	 It	 aimed	 to	 empower	
participants	 and	 allow	 for	 them	 to	 tell	 their	 own	 stories	 in	 a	manner	 that	 suited	 them.	Nal’iBali’s	
facilitation	 of	 the	workshops	 also	 served	 as	 an	 attempt	 not	 to	 ascribe	 any	 specific	 culture	 to	 the	
reading	 process.	 The	Nal’iBali	 facilitators	were	 from	different	 racial	 and	 cultural	 backgrounds	 and	
spoke	the	same	language	as	many	of	the	participants.	
Power	 and	 empowerment	 are	 important	 aspects	 of	 the	 research.	 Through	 the	 selection	 of	 a	
participative	action	research	design,	both	researcher	and	participants	contributed	to	the	research	and	




participants	 responding	 in	ways	 that	 “please”	 the	 researcher,	 rather	 than	 reporting	 on	 their	 true	
experience,	still	exists.	Throughout	the	research,	participants	were	encouraged	to	be	honest	about	












































the	 participants	 who	 took	 part	 in	 the	 reading	 programmes.	 The	 researcher	 first	 discusses	 the	
implementation	of	 the	 reading	programme	and	 takes	 into	 consideration	participant	 retention	and	
attendance.	The	discussion	of	the	story	collection	workshop,	facilitated	by	Nal’iBali,	focuses	on	the	
structure	of	the	workshop	as	well	as	feedback	received	from	participants	during	the	story	collection	
at	 Funanani	 Trust’s	 Shoshanguve	 and	 Mamelodi	 sites.	 Thereafter,	 the	 implementation	 of	 the	
programme	in	the	Melutsi	Township,	which	served	as	a	means	to	pilot	test	the	books	created	at	the	



















was	 enrolled	 at	 one	 of	 the	 ECD	 centres.	 Initial	 numbers	 of	 participant	 pairs	 at	 Shoshanguve	 and	














Table	 6.1	 provides	 an	 overview	 of	 participant	 attendance	 over	 the	 duration	 of	 the	 six-week	
programme.	Week	1	started	with	all	participants	present.	Six	participants	in	Mamelodi	and	three	in	
Shoshanguve	only	attended	the	initial	focus	group.	Consequently,	they	did	not	take	part	in	the	story	
collection	 workshop	 and	 were	 not	 provided	 with	 books	 to	 take	 home.	 In	 Shoshanguve,	 seven	
participants	attended	all	 sessions,	whereas	 in	Mamelodi	only	 two	attended	every	 session.	Parents	











that	 the	 Nal’iBali	 facilitators	 had	 more	 time	 to	 spend	 with	 each	 participant	 pair	 and	 assist	 with	
translating	or	documenting	stories.		
The	 story	 collection	workshops	 followed	 a	 set	 structure,	with	 the	Nal’iBali	 facilitators	 starting	 the	
sessions	 by	 introducing	 themselves	 to	 participants	 and	 explaining	 the	 reason	 they	 were	 there.	




introductions,	 the	 facilitators	 read	 a	 picturebook	 to	 the	 participants	 and	 encouraged	 participant	
engagement	by	asking	questions	or	opinions	from	both	the	adults	and	the	children.	On	completing	










means	of	 starting	 the	story	creation,	 the	 facilitators	suggested	a	number	of	ways	 that	 the	parents	
could	use	to	create	their	own	stories.	One	of	these	was	to	allow	the	child	to	draw	and	then	to	ask	
them	 questions	 about	 the	 drawing	 (emergent	 writing	 techniques).	 All	 of	 the	 parents	 chose	 this	




(the	 parents)	 thought.	 Two	 workshops	 were	 hosted	 at	 each	 site,	 but	 as	 no	 one	 arrived	 for	 the	
afternoon	session	in	Mamelodi,	it	was	cancelled.	In	total,	three	workshops	were	held.	
The	drawings	and	written	stories	collected	from	the	research	sites	were	scanned	and	grouped	by	the	
researcher.	 The	 researcher	 illustrated	 the	 majority	 of	 the	 books	 herself,	 with	 four	 books	 being	
illustrated	by	other	illustrators	who	volunteered	their	services.	In	the	cases	where	illustrations	were	
outsourced,	participant	names	were	removed	from	the	original	drawings	and	stories	and	were	added	
by	 the	 researcher	 during	 the	 desktop	 publishing	 phase	 of	 the	 book	 production.	 Illustrators	 were	
briefed	to	use	the	participant	drawings	to	respectfully	represent	the	story	and	not	overly	embellish	
with	detail	that	was	not	originally	included	in	participant	stories.		
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A	total	of	1868	books	were	produced	from	the	story	collection	workshop	and	care	was	taken	to	include	




























it	 was	 decided	 that	 no	 one	 could	 be	 turned	 away	 from	 the	 study.	 As	 a	 result,	 the	 introduction,	
informed	 consent	 form	 discussion	 and	 translation,	 and	 the	 initial	 focus	 groups	 were	 held	 in	 two	
smaller	groups.	




                                                
68One	 parent	 has	 twins	 and	 she	 assists	 each	 of	 them	 creating	 a	 story	 and	 creates	 two	 books,	 which	 accounts	 for	 the	
discrepancy	in	participant	numbers,	compared	to	the	number	of	books	created.	
















The	 research	 findings	will	 be	 discussed	 in	 two	main	 sections.	 In	 Section	 6.3.1,	 the	 researcher	will	
present	 the	 findings	 based	 on	 the	 data	 obtained	 from	 the	 focus	 group	 interviews	 before	 the	
participants	were	exposed	to	the	reading	programme.	The	findings	based	on	the	data	collected	from	
the	 focus	 group	 interviews	 after	 the	 completion	 of	 the	 reading	 programme,	 will	 be	 discussed	 in	
Section	 6.3.2.	 As	 similar	 themes	 in	 the	 data	 were	 noted	 across	 all	 three	 research	 sites,	 the	 data	







Initial	 focus	 group	 interviews	 at	 all	 research	 sites	 sought	 to	 establish	 the	 reading	 context	 of	 the	
participants.	If	we	take	the	organising	principle	of	design	as	a	starting	point,	one	could	say	that	the	
initial	 focus	 group	 aimed	 to	 establish	 the	 “available	 resources”	 –	 the	 accessible	 meaning-making	
resources	–	and	patterns	and	conventions	of	meaning	found	in	a	specific	cultural	context	(Kalantzis	&	
Cope,	2008:	203).	In	particular,	the	researcher	wanted	to	establish	what	kinds	of	reading	resources	
were	 available.	 From	 data	 collected	 at	 different	 parts	 of	 the	 process,	 other	 available	 resources	
emerged	and	these	will	be	discussed	under	the	process	of	designing.	The	researcher	was	interested	
in	 gaining	 information	 on	 the	 reading	 context	 that	 the	 participants	 had	 been	 exposed	 to	 in	 their	











they	did	not	grow	up	with	a	culture	of	 reading	 in	 their	childhood	homes.	Most	of	 the	participants	














school,	 as	 it	 was	 not	 compulsory	 for	 black	 children	 to	 do	 so	 (Atmore,	 2013:	 153).	 The	 discoursal	
experience	 of	 the	 participants	 (The	New	 London	Group,	 2000:	 20)	 is	 such	 that	 they	 did	 not	 really	
engage	with	reading	from	a	young	age.	The	fact	that	participants’	parents	did	not	live	at	home	and	
were	 unable	 to	 spend	 time	 reading	 or	 telling	 them	 stories	 could	 have	 impacted	 their	 own	
development	of	a	culture	of	reading.	
Of	 all	 the	 participants,	 only	 one	 had	 a	 parent	 who	 had	 shared	 reading	 activities	 with	 her.	 This	
participant	mentioned:	“My	dad	used	to	read	me	stories.	I	enjoyed	it.	Once	I	started	Grade	1,	that’s	
when	he	started	to	bring	me	books	for	me	to	read	by	myself	and	for	me	to	read	bedtime	stories”	(M8).	
                                                
69	Split	into	two	smaller	groups,	as	noted	earlier.	















Participants	 with	 older	 children	 noted	 that	 their	 children	 occasionally	 brought	 books	 home	 from	
school.	Participant	S1	noted	that	she	was	“reading	another	book	from	my	sister’s	daughter	from	Grade	
1”.	Some	participants	had	older	children	who	were	enrolled	in	a	primary	school	(Grades	1	or	2)	who	
would	 occasionally	 bring	 books	 home.	 Other	 participants	 had	 much	 older	 children,	 aged	 12	 and	
upwards,	who	would	sometimes	read	with	the	younger	children	in	the	home.	Educational	books	can	
be	used	in	the	home	for	reading.	However,	books	with	a	specifically	educational	purpose	which	are	
















































emphasised	 until	 the	 child	 is	 of	 school-going	 age.	 Although	 the	 parent	models	 reading	 behaviour	





















they	 were	 and	 thought	 that	 they	 were	 being	 allowed	 to	 choose	 which	 books	 they	 took.	 Some	
participants	wanted	to	take	three	books	and	tried	to	hide	the	number	they	had	with	them.	 It	was	
explained	to	participants	that	the	books	needed	to	be	circulated	so	that	everyone	could	have	a	chance	









than	 being	 given	 one,	 regardless	 of	 the	 fact	 that	 the	 rotation	 schedule	would	 have	 allowed	 each	
participant	to	read	all	of	the	books	on	offer.	Choice	as	a	factor	that	empowers	participants	should	
subsequently	be	kept	 in	mind	 for	book	 rotations	 in	 future	 studies;	participants	 should	perhaps	be	
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school	 books,	 whereas	 others	 appreciated	 that	 the	 younger	 children	 “pretend”	 to	 read	 and	
understand	what	they	are	“reading.”	Participant	M1	appreciated	her	daughter’s	effort	in	pretending	
to	read	and	mentioned	in	this	regard:	










read.	We	 read	and	 they	want	 to	 tear	 the	book,	 the	pages.	And	 they	don’t	 concentrate,	 that’s	 the	
problem”.	 Another	 participant	 (M8)	 noted	 that	 her	 child	 was	 sometimes	 so	 “stubborn”	 that	 she	




In	 terms	of	 the	 levels	 of	 frustration	 expressed	by	 the	participants,	 it	 is	worth	noting	 the	 views	of	
Landry,	Smith,	Swank,	Zucker,	Crawford	and	Solari	(2011:	971)	on	the	climate	in	which	reading	in	the	
home	takes	place:	“Though	less	often	studied	than	cognitive	and	linguistic	aspects	of	shared	reading,	
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evidence	suggests	that	given	a	responsive	affective-emotional	climate	during	shared	reading,	the	child	















The	 research	 findings	 indicate	 that	 most	 of	 the	 participants	 experienced	 circumstances	 which	
negatively	 affected	 their	 ability	 for	 joint	 parent-child	 reading	 at	 home.	 Two	 themes	 that	 were	
identified	in	this	regard	were	a	lack	of	time	and	a	lack	of	access	to	books	in	the	home.	
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order	 to	 develop	 a	 love	 of	 reading,	 children	 require	 access	 to	 books	 to	 practice	 reading	 and,	 in	
addition,	need	exposure	to	the	modelling	of	what	skilful	reading	entails	through	a	parent	or	an	older	
sibling	who	initiates	storybook	reading	(Pretorius,	2015:	72).	
Lack	 of	 access	 to	 books	 points	 to	 the	 reality	 of	 the	 socio-economic	 situation	 with	 which	 the	
participants	 are	 faced,	 with	 the	 majority	 of	 low	 SES	 populations	 needing	 to	 prioritise	 food	 and	





Dexter	 and	 Stacks	 (2014:	 396)	 emphasise	 the	 influence	 of	 the	 family’s	 socio-economic	 status	 on	
reading	in	the	home	by	stating	the	following:		







availability	of	books	 in	 the	home,	 all	 the	participants	 regarded	 reading	as	 important.	 Some	of	 the	















The	 above	 comment	 has	 important	 links	 in	 terms	 of	 recognition	 of	 achievement	 motivation	 in	
children.	Participant	S10	is	aware	of	the	importance	that	children	need	to	have	positive	experiences	
of	success	in	order	to	“get	excited”	and	motivated	to	read	at	school.	The	preschool	age	is	particularly	
important	 in	nurturing	achievement	motivation	 in	children,	since	children	around	the	age	of	 three	
years	begin	to	give	up	trying	when	faced	with	tasks	that	are	too	challenging	(Berk,	2006:	425).	The	
evaluations	 of	 reading	 that	 children	 receive	 at	 home,	 before	 they	 go	 to	 school,	 can	 positively	
contribute	 in	 developing	 “mastery-oriented	 attributions”	 (Louw	 &	 Louw,	 2014:	 239).	 Dexter	 and	
Stacks	 (2014:	 396)	 indicate	 the	 importance	 of	 supporting	 reading	 by	 young	 children	 in	 the	 home:	
“Although	the	process	of	 learning	to	read	 for	most	children	does	not	begin	until	 formal	schooling,	
most	learn	about	the	importance	of	reading	in	the	home.”	However,	although	the	participants	were	
aware	of	the	importance	of	reading,	some	even	mentioning	the	importance	of	reading	before	school-
going	age,	 it	 is	 recognised	that	parents	often	do	not	understand	their	own	roles	 in	their	children’s	
development	of	a	love	of	reading	(Tiemensma,	2008:	62).		
6.3.1.7 Discussion	of	findings	
The	 information	 in	 this	 section	was	obtained	during	 the	 initial	 focus	 group.	 The	participants	were	




the	 home.	 Access	 to	 books	 in	 the	 household	 were	 limited,	 with	 very	 few	 parents	making	 use	 of	
libraries	to	source	books	for	their	children.	Although	participants	recognised	reading	as	important	for	












participants’	 recognition	 of	 the	 need	 for	 children	 to	 read	 in	 the	 preschool	 years	 was	 strongly	
associated	with	the	educational	outcomes	of	reading,	rather	than	that	of	reading	for	enjoyment,	or	
personal	development	(van	Heerden,	2008;	du	Plessis,	2016;	Nassimbeni	&	Desmond,	2011).	
In	 terms	 of	 this	 study,	 findings	 from	 the	 initial	 focus	 groups	 proved	 valuable	 as	 a	 benchmark	 to	













at	 Funanani’s	 Shoshanguve	 and	Mamelodi	 centres,	 and	 the	 four-week	 reading	 programme	 at	 the	










change	 both	 in	 the	 object	 being	 transformed	 and	 in	 the	 individual	 who	 is	 the	 agent	 of	 the	
transformation.	 The	 theme	 of	 transformation	 was	 a	 recurring	 one	 in	 terms	 of	 the	 transformed	
relationship	of	the	participants,	either	towards	reading	as	an	activity,	or	towards	each	other.		
The	 transformations	 that	 occurred	during	 the	 reading	 process	will	 be	 discussed	with	 reference	 to	












on	 the	 reading,	 to	 understand	 what	 they	 were	 reading,	 to	 indicate	 objects	 in	 the	 pictures	 and	
increased	joint	reading	activities.	
A	 recurring	 theme	 in	 the	 data	was	 that	 the	 participants	 perceived	 their	 children	 as	 being	 able	 to	
concentrate	 better	 when	 using	 the	 wordless	 picturebooks,	 as	 opposed	 to	 reading	 the	 Bible,	
magazines,	school	books	or,	in	some	cases,	other	picturebooks	that	contained	text.	Participant	D12	
noted	the	following:	“They	[used	to]	just	go	around	…	run,	run,	run.	…They	are	too	lazy.	But	now,	with	
these	books,	maybe	even	for	30	minutes,	 they	 look	at	 the	books.”	Another	clear	example	was	the	
change	observed	by	Participant	S1,	who	was	extremely	frustrated	with	her	son’s	concentration	level	
at	the	start	of	the	programme.	His	twin	sister	was	able	to	engage	better	in	reading,	and	his	mother	
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70).	This	theory	indicates	that	pretend	reading	forms	a	noteworthy	link	in	the	process	of	becoming	































Achievement-related	 attributes	 are	 among	 the	main	 reasons	 why	 some	 children	 display	 initiative	
when	faced	with	obstacles	to	success,	compared	to	others	who	give	up	easily	(Berk,	2006:	452).	These	
attributions	emerge	from	around	the	end	of	a	child’s	second	year,	when	children	start	to	look	to	adults	
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to	 evaluate	 their	 accomplishments	 (Stipek,	 Recchia	 &	 McClintic,	 1992,	 in	 Berk,	 2006).	 Children’s	
willingness	to	persevere	with	a	task	is	shaped	by	their	early	experience	of	success	and	consequently,	
the	 participants’	 positive	 reaction	 to	 their	 children’s	 attempts	 to	 “read”	 pictures	 is	 noteworthy.	
Positive	 feedback	 from	 parents,	 for	 example	 that	 their	 child	 “understood	 everything”	 can	 foster	












parent	 or	 siblings	 (Hennings,	 2000.	 in	 Palmer	 et	 al.	 2000:	 93),	 which	 is	 indicative	 of	 appropriate	
scaffolding.	In	this	regard,	Jean	Piaget,	in	his	theory	of	cognitive	development,	proposes	that	children	
construct	 new	 knowledge	 through	 their	 own	 activity,	 aided	 by	 the	 involvement	 of	 parents.	 He	
indicates	 that	 children	 between	 the	 ages	 of	 two	 and	 four	 increasingly	 start	 to	 use	 mental	











materials	 are	 important	 in	 joint	 reading	 activities.	 Berk	 (2006:	 454)	 states	 that	 tasks	 that	 parents	
engage	in	with	their	children	should	be	meaningful	and,	more	importantly,	suitably	fitted	to	the	child’s	
current	 competencies	 so	 they	 do	 not	 become	 overwhelmed.	 The	 repetition	 of	 this	 aspect	 also	
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indicates	 that	 the	 participants,	 not	 having	 been	 exposed	 to	 reading	 and	 books	 when	 they	 were	
growing	up,	might	not	know	which	books	would	be	suitable	to	read	with	their	preschool	children,	even	








now	 both	 understand	 the	 book	 and	 that	 her	 daughter	 is	 also	 involved	 in	 the	 reading,	 which	 is	










Participant	 S11’s	 mention	 of	 bonding	 and	 noticing	 how	 her	 child	 looked,	 is	 noteworthy	 when	
considering	the	findings	of	Wessels	et	al.	(2016:	1)	that	parents	who	live	in	poor	neighbourhoods	are	
less	 inclined	 to	 show	 warmth	 towards	 their	 children.	 A	 warm,	 affective	 climate	 contributes	 to	
children’s	motivation	to	engage	in	joint	reading	(Landry	et	al.,	2012:	971).	Joint	reading	can	also	play	













Participants	 S1	 and	 S2	noted	 that	 they	did	most	 of	 the	 storytelling	 for	 the	 first	 two	weeks	of	 the	








































understanding	of	 that	 text	 (De	Bruin-Parecki,	1999:	22).	Evans	 (2013)	 cites	 literature	 showing	 that	
studies	have	repeatedly	indicated	that	talk	in	reaction	to	picturebook	reading	has	an	effect	on	how	
children	learn	through	talk.	
Whereas	 it	 is	 difficult	 to	 establish	 that	 actual	 skills	 development	 took	 place	 without	 appropriate	
measures,	 the	 majority	 of	 parents	 noted	 that	 the	 reading	 process	 became	 easier	 and	 that	 their	





stuff	 with	 me.”	 As	 their	 children	 became	 more	 confident	 in	 using	 the	 wordless	 picturebooks,	
participants	reported	that	they	could	withdraw	from	being	as	active	 in	the	reading	and	allow	their	
children	to	explore	the	book.	Participants	also	reported	that	after	the	initial	sessions,	their	children	
were	 able	 to	 use	 the	 books	 to	 read	 independently.	 Vygotsky’s	 (1978:	 86)	 notion	 of	 the	 zone	 of	
proximal	development,	 indicating	how	a	more	competent	person	assists	a	 less	skilled	one	to	reach	
higher	levels	of	competency,	might	explain	this	progress.	As	indicated	by	Kravtsova	(2009:	11),	what	
children	 do	 today	 with	 the	 help	 of	 an	 adult,	 or	 a	 more	 capable	 peer,	 they	 will	 do	 tomorrow	
independently.		
This	transformation	of	children	being	read	to,	to	being	active	participants	in	storytelling	and	reading	
with	 their	 parents	 has	 important	 implications	 for	 how	 we	 view	 a	 culture	 of	 reading	 and	 literacy	










to	 the	 introduction	 of	 the	 wordless	 picturebooks	 and	 the	 start	 of	 the	 programme,	 participants	


























with	 their	 children.	Participant	S1,	who	would	usually	 source	Bible	 stories	 from	the	 library	 for	her	
children,	explained:		







been	 exposed	 to	 books	 at	 the	 ECD/day	 care	 centre	 they	 attended.	 Participant	 S8	mentioned	 the	
following	in	this	regard:	“At	the	crèche	they	are	doing	the	storytelling,	but	I	think	it’s	a	short	time.	
Then	when	you	come	home	they	ask	you	…	they	want	to	sit	down	and	share	with	you.”	Furthermore,	
it	 seemed	 that	 the	 children	enjoyed	being	 the	authors	of	 their	own	 stories	 and	 that	 the	wordless	
picturebooks	were	as	easy	for	them	to	use	on	their	own	to	tell	a	story	as	it	was	to	use	them	in	shared	
reading	with	their	parent	or	primary	caregiver.		Heath	(1983,	2001,	in	Boakye,	2015:	135)	points	out	
that	 rich	 storytelling,	 imaginative	analogy	and	metaphors	play	an	 important	 role	 in	 low	SES	South	















engage	with.	 Edwards	 and	Ngwaru	 (2012:	 125)	warned	 that	 depending	 on	material	 that	 has	 little	
relevance	to	a	reader’s	everyday	life,	or	in	this	case	to	the	child’s	frame	of	reference,	often	results	in	





















this	 had	 previously	 not	 been	 present.	 Kalantzis	 and	 Cope	 (2008:	 203)	 note	 that	 in	 the	 process	 of	
designing	meaning	(using	the	available	designs	from	wordless	picturebooks	in	this	case),	people	alter	















children	 who	 feel	 their	 reading	 has	 graduated	 to	 the	 level	 of	 ‘pictureless’	 prose.”	 However,	 the	
research	findings	indicate	that	these	books	could	also	be	enjoyed	by	older	children;	implying	that	the	
genre’s	ability	to	address	different	audiences	means	that	these	books	can	be	shared	in	a	family	that	
comprises	 readers	at	different	 stages	of	emergent	 reading	or	 literacy	development	 (Jalongo	et	al.,	

































findings	 link	story	rituals	 	 in	Crawford	and	Hade’s	(2000:	66)	explanation	of	 ‘sense-making	through	
story	 language	 and	 story	 rituals’	where	 they	 report	 that	 “familiarity	 of	 these	 rituals	 and	 language	
registers	 can	 provide	 a	 scaffolding	 effect	 as	 children	make	 sense	 of	 texts.”	 Reports	 such	 as	 these	
indicate	 that	 reading	 can	 become	 an	 activity	 that	 is	 engaged	 in	 often	 in	 low	 SES	 households,	 if	
participants	have	access	to	appropriate	reading	material.			
















ice	 breaker	 song,	 which	 participants	 particularly	 enjoyed.	 The	 researcher	 proposes	 that	 their	
facilitation	 of	 the	 workshop	 harnessed	 African	 storytelling’s	 distinct	 capacity	 to	 “provide	
entertainment”	 (Ngugi	 wa	 Thiong'o,	 1986;	 Utley,	 2008,	 in	 Tuwe,	 2016:	 3)	 and	 connected	 reading	
which,	as	seen	in	the	initial	interviews,	was	strongly	linked	to	educational	outcomes	with	one	of	the	
oldest	 African	 traditions.	 Some	 of	 the	 adult	 participants	 may	 have	 grown	 up	 with	 this	 type	 of	
storytelling	activity	during	their	childhood	years	in	their	grandparent’s	households.		
The	workshop	emphasised	the	multimodality	of	reading	as	the	body	became	a	resource	in	the	study	




There	 was	 no	 story	 collection	 workshop	 at	 the	 Melutsi	 Township	 site	 and	 parents	 did	 not	 have	
exposure	to	the	Nal’iBali	read-aloud	session	that	participants	had	at	the	other	sites.	This	may	be	one	
of	the	reasons	for	the	poor	participant	retention	rate.	As	discussed	earlier,	linking	the	book	with	song,	
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activity,	 the	 child	 would	 ask,	 unprompted,	 to	 read	 –	 either	 with	 the	 parent	 or	 by	 themselves.	
Participant	S4	said:	“[s]he	[her	daughter]	would	even	say,	‘Mommy	can	you	please	give	me	the	book,	
I	want	to	read	the	book’.	And	I	would	give	it	to	her”.	Participant	S8	reported	that	“she	[her	daughter]	














they	 had	 previously	 done	with	 their	 parent/primary	 caregiver	 is	 encouraging.	 Their	willingness	 to	
engage	in	reading	on	their	own	also	indicates	a	sense	of	mastery	and	self	-determination	and	points	
to	a	possible	intrinsic	motivation	for	reading	(Fawson	&	Moore,	1999:	326)	when	they	have	access	to	
books	 in	 their	 own	homes.	Access	 to	 these	books	 then	 is	 a	 strong	motivation	 for	 reading,	 as	was	
witnessed	in	the	short	time	it	took	for	children	to	start	adopting	reading	behaviour	by	themselves.	
It	 can	 be	 argued	 that	 children	 had	 transformed	 their	 own	 relationship	 with	 the	 reading	 activity,	
through	attaching	a	meaning	of	independence	and	enjoyment	with	the	object. 
6.3.2.2 Recontextualisation	
The	 participants’	 use	 of	 wordless	 picturebooks	 can	 be	 considered	 as	 the	 process	 of	 “designing”	
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Throughout	the	research,	participant	feedback	indicated	that	they	had	reproduced	and	transformed	






























she	 translated	 the	 stories	 from	Sotho	 into	English	 so	 that	her	 younger	 children	 can	become	more	
proficient	in	it,	also	stating	that	English	is	emphasised	in	their	school.	
The	 above	 quotes	 demonstrate	 how	 parents/primary	 caregivers	 brought	 their	 personal	 linguistic	
resources	to	the	reading	process,	but	that	ideologies	about	language	were	also	present.	Busch	(2011:	
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544	 in	 Bristowe,	Oostendorp	&	 Anthonissen,	 2014:	 230)	 propose	 that	 languages	 (and	 varieties	 of	
languages)	 form	groups	of	 communicative	methods	which	are	 formed	by	distinctive	practices	 and	





adult	 participants	may	have	been	 in	 English,	 as	 they	 had	 limited	or	 no	 access	 to	 books	 in	African	
languages.	 As	 a	 result,	 they	 may	 have	 brought	 this	 previous	 experience	 to	 their	 current	 reading	
practice,	which	further	accounts	for	their	need	translate	stories	into	English.	It	was	also	noted	in	the	






well	 as	 learning	 in	 a	 language	 in	 which	 children	 are	 fluent	 and	 can	 relate	 to	 their	 homes	 and	













The	 books	 also	 seemed	 to	 ease	 parents’	 concerns	 about	 the	 school’s	 expectation,	 as	 noted	 by	
participant	M1,	who	 said	 that	 English	was	 emphasised	 in	 their	 school.	 A	 discussion	with	 Claasens	
(2016)	of	The	Funanani	Trust,	 also	 shed	 some	 light	 in	 terms	of	participants’	use	of	English.	At	 the	
Shoshanguve	centre,	ECD	classes	are	taught	in	mother	tongue.	Yet,	they	centre	received	numerous	




















When	 viewing	 language	 from	Ngũgĩ	wa	 Thiong'o’s	 (1986)	 perspective,	 the	wordless	 nature	 of	 the	
genre	allowed	 for	participants	 to	 read	 in	a	 language	of	 their	choice,	 rather	 than	being	“forced”	 to	
adopt	 a	 language.	 This	 has	 important	 implications	 for	 culture,	where	Ngũgĩ	 (1986:	 3)	 argues	 that	
language	is	a	means	through	which	people	perceive	themselves	and	their	place	in	the	world.	To	Ngũgĩ	
(1986:	3)	the	use	of	English	“was	a	means	to	obliterate	people's	belief	in	their	languages,	culture,	their	








                                                
70	Two	Afrikaans	 children’s	books	were	 sourced	 for	 this	participant	and	brought	 to	him	 in	 the	 following	week.	All	other	
participants	were	 invited	 to	 keep	 the	 books	 that	 they	 had	 used	 for	 the	 reading	 programme	 (with	 the	 exception	 of	 the	
community	authored	books,	which	as	far	as	possible	were	collected	by	the	researcher).		
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Newfield	 (2008:	 2)	 notes	 that	 literacy	 education	must	 provide	 access	 to	 languages	 of	 power,	 but	
should	also	take	into	consideration	diversity,	subcultures	and	dialectal	differences	that	are	presented	
in	 contemporary	 education	 contexts.	 The	 findings	 presented	 here	 may	 indicate	 that	 wordless	
picturebooks	are	a	means	in	which	an	epistemology	of	pluralism	can	be	developed	to	provides	people	




























linguistic	 representation,	meaning	 is	more	 fixed.	 Pictorial	 representation	 could	 thus	 allow	 for	 the	










to	 this	 process.	 However,	 these	 relationships	 are	 not	 fixed	 from	 person	 to	 person,	 or	 context	 to	
context.	Even	different	reading	events	with	the	same	individual	person	can	be	viewed	as	a	different	












this	 one	 likes	 what,	 and	 that	 one	 likes	 that”.	 The	 researcher	 is	 of	 the	 opinion	 that	 this	 is	 a	 very	
empowering	aspect	of	wordless	picture	books,	in	that	they	allow	a	reader	to	gain	a	sense	of	mastery	






Participants’	 creations	 of	 different	 stories	 also	 provides	 evidence	 of	 Designing,	 referred	 to	 as	
“something	 through	 which	 meaning-makers	 remake	 themselves	 (New	 London	 Group,	 2000:	 23).	
Stories	are	remade	each	time	they	are	read	by	the	individual	reading	them.	By	using	multimodal	social	
semiotics	as	theoretical	framework,	a	number	of	themes	can	be	understood	better.	For	example,	as	
discussed	 in	 Theme	 5,	 participants	 used	 their	 own	 context	 and	 realities	 to	 give	 meaning	 to	 the	














































their	 own	 lives.	 Often	 parents	would	 refer	 to	 the	main	 character	 by	 their	 own	 child’s	 name,	 and	









protagonist	 are	 activated,	 so	 that	 the	 reader	 perceives	 that	 they	 are	 literally	 “feeling”	 what	 the	
protagonist	is	experiencing	or	going	through.	Children’s	experimentation	with	the	different	roles	in	
stories	can	also	provide	them	with	a	means	to	negotiate	the	life	worlds	they	are	part	of	and	confronted	
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a	comic	in	which	they	were	able	to	relate	to	the	characters	through	their	surroundings,	actions	and	
language	 use.	 Meaningful	 engagement	 with	 the	 contents	 of	 comics,	 or	 in	 this	 case	 a	 wordless	
picturebook,	 can	 consequently	 succeed	 in	 “instilling	 an	 enjoyment	 of	 reading	 in	 its	 low-literate	
readers”.	Hodge	and	Kress	(1988:	23)	view	on	a	practical	semiotics	recognises	people’s	relationships	
to	 “reality”	 in	 meaning-making,	 while	 Sipe’s	 (2000:	 74)	 work	 further	 suggests	 that	 personal	














The	 fact	 that	 parents	 used	 their	 own	 initiative	 to	 encourage	 their	 children	 to	 read	 can	 further	 be	
viewed	as	 an	empowering	aspect	of	 the	 research.	Parents	were	able	 to	apply	 solutions	 that	were	

































at	 this	 stage,	 she	was	 able	 to	 connect	 aspects	 of	 the	 pictures	 to	 her	 own	 life	 and	 family	 routine.	
Similarly,	Bosch	and	Duran’s	 (2009,	 in	Arizpe,	 2001:	 169)	 study	 indicated	 that	 readers	of	different	








challenging	 stereotypes.	 Ellis	 and	 Adams	 (2009,	 in	 The	 Department	 of	 Social	 Development,	 2013)	
pointed	 out	 that	 women	 are	 magnified	 in	 female	 headed	 households,	 where	 	 “dependency	 and	
vulnerability	 combined	with	 sexist	 societal	 attitudes”	 	 result	 in	 these	households	often	being	 very	
susceptible	 to	 poverty,	 challenging	 the	 roles	 females	 can	 create	 for	 new	 stories	 to	 challenge	
preconceived	notions	(Balcomb,	2000	in	Wielenga,	2012)	of	women	in	poor	communities.	If	children	
grow	 up	 with	 stories	 of	 empowerment,	 they	 could	 be	 influenced	 to	 think	 of	 themselves	 as	
empowered,	rather	than	victims	of	their	circumstances.			
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Social	constructivist	learning	theorists	also	propose	that	prior	knowledge	and	experience	will	have	an	
effect	 on	 the	 learning	 process.	 When	 confronted	 with	 a	 new	 problem	 to	 solve	 ,	 “perceptual	 or	
conceptual	similarities	between	existing	knowledge	and	a	new	problem	can	remind	people	of	what	
they	 already	 know”.	 Information	 that	 is	 not	 related	 to	 a	 learner's	 prior	 experiences	 is	 generally	
forgotten	in	a	shorter	period	of	time,	whereas	meaningful	 learning	takes	place	when	a	 learner	can	
actively	 construct	 new	 information	 into	 their	 existing	 mental	 framework	 (Jennings	 et	 al.,	 2013).	
Participants’	tendency	to	apply	the	events	in	a	story	to	their	own	lives	falls	into	this	line	of	reasoning.	




The	theoretical	 frameworks	were	most	evident	 in	 the	parents’	explanations	of	how	they	and	their	














in	 a	manner	 that	 crossed	 sensory	 channels,	 and	one	mode	–	 namely,	 	 image	 –	 can	 create	medial	
variants	 of	 one	 mode	 (Stöckl,	 2004:	 11-12).	 The	 books	 further	 allowed	 for	 participants,	 as	 “sign	
makers”	(Kress	&	Bezemer,	2008:	171)	to	use	the	“modal	ensemble”	(the	picture	book)	to	meet	their	
interest	and	needs.	Studies	by	Siegel	(2006:	66)	and	Harste	et	al.	(1984:	37)	emphasise	sign-making	in	
all	modes,	 rather	 than	 privileging	 only	 one	mode,	 such	 as	written	 language.	 Both	 of	 their	 studies	
highlighted	that	fact	that	when	children	wrote,	they	used	talking,	gesturing,	drama	and	drawing	as	
part	of	 their	meaning	making	process,	which	was	viewed	as	an	“intimate	and	 integral”	part	of	 the	
meaning-making	process.	
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The	use	of	different	means	of	meaning-making,	such	as	drawing	a	picture	about	the	story	or	writing	
down	 the	 story,	 allows	 for	 different	 representations	 of	 experience	 and	 expression.	 Benveniste	 (in	
Genosko,	1994:	62)	notes	that	different	media	are	not	synonymous	as	semiotic	systems	and	thus	they	
cannot	 say	 the	 same	 thing,	 because	 of	 the	 different	 constraints	 and	 affordances	 of	 the	 medium	
involved.	 Participants	 were	 able	 to	 bring	 different	 material	 expressions	 and	 experiences	 of	 the	








present	 to	 explain	 their	 intentions	 in	 the	 reader’s	 home	environment,	 leave	 the	 instructional	 role	
purely	to	the	illustrations	(and	paratext).	It	should	be	noted	that	all	readers	recognised	that	there	was	
a	problem	to	solve	 (Nodelman,	1988)	 in	 terms	of	creating	a	story	 from	the	 illustrations.	From	this	







socially	 produced	 and	 read	 and	 not	 “static,	 pre-given	 or	 predetermined”	 (Stein,	 2008:	 21).	 Here,	
children	and	parents/primary	caregivers	could	bridge	the	gap	between	different	areas	of	their	lives,	






















participants,	who	all	 considered	their	dreams	as	having	a	high	or	moderate	 level	of	 importance.	A	
large	 number	 of	 participants	 also	 indicated	 that	 their	 cultural	 and	 religious	 beliefs	 and	 practices	
influenced	their	opinions	about	dreams	(Nell,	2014:	127,	133).	In	the	majority	of	African	dream-related	
discourses	(Nell,	2012	cites	Bührmann,	1978:	106;	Schweitzer	1996:	75),	there	exists	the	belief	that	






























paged	 through	 it	 once.	 Swimming	 pools	 are	 not	 native	 to	 the	 Shoshanguve	 or	 Mamelodi	 areas;	
consequently,	many	of	the	participants	would	not	have	spent	much	time	by	a	pool	and	were	unable	






and	 leisure	activity	that	 is	dominated	by	white	South	Africans.	 	 In	an	article	 in	the	Mail&Guardian,	
Rebecca	Harrison	(2006)	writes	that	Apartheid	era	white	children	spent	school	holidays	“playing	in	the	
private	 pools	 that	 are	 virtually	 a	 fixture	 of	 middle-class	 suburban	 homes”,	 whereas,	 “few	 black	
children	 had	 even	 seen	 a	 swimming	 pool	 due	 to	 poor	 facilities	 in	 former	 black-only	 schools	 and	
neighbourhoods”.	Desai	and	Veriava	(2010:	14)	write	that	a	culture	of	leisure	and	privilege,	seen	in	
the	pervasiveness	of	private	swimming	pools	in	white	South	Africa,	remains	alien	to	the	majority	of	
the	population	–	this,	as	 the	authors	write	–	“in	a	context	where	even	the	most	basic	 facilities	 for	
recreational	swimming	are	massively	inadequate,	or	simply	don’t	exist”.	In	South	Africa,	black	people	












point	of	view,	 the	 relevance	of	modes	of	 representation,	 from	material	 choices	 to	content,	 is	well	
illustrated	by	the	reaction	to	this	book.	It	also	points	to	a	need	for	more	locally	relevant	context	in	
reading	programmes	hosted	in	low	SES	areas.	Crawford	and	Hade	(2000:	66)	also	suggest	that	“just	as	
readers’	 experiences	 can	 enhance	 a	 narrative	 by	 helping	 them	 construct	 meaning	 based	 on	 a	
particular	sign,	a	 lack	of	prior	experience	also	can	influence	the	telling”.	 In	the	above	example,	the	
social	 shaping	 of	 a	 swimming	 pool	 as	 an	 object	 or	 experience	 of	 leisure,	 and	 luxury	 associated	
predominantly	with	white,	affluent	areas,	can	be	used	to	demonstrate	this.	
Elster’s	(1998)	research	into	influences	on	children’s	emergent	readings	of	picture	books	suggested	







66)	 ‘sense-making	 through	 intertextuality’	 was	 also	 noted	 in	 participants’	 interpretation	 of	




created	 the	 book)	 and	 they	 could	 easily	 relate	 their	 enjoyment	 of	 one	 story	 to	 the	 other,	
demonstrating	how	narratives	tend	to	“lean	on	other	stories”,	and	that	our	understanding	of	stories	
is	partly	 in	 relationship	 to	other	narratives	we	have	read	or	heard	 (Yolen,	 in	Sipe,	2000:	 	73).	Sipe	











































                                                
71	This	princess	was	drawn	by	the	illustrator	in	a	manner	that	represented	the	character	drawn	by	the	child	during	the	story	
collection	workshop,	consequently	the	princess	wore	a	very	big	dress	and	a	tiara.	



























a	 community.	 The	 frustration	 of	 not	 understanding	 how	 to	 use	 them	 could	 damage	 readers’	
association	of	reading	for	enjoyment.	M8	reported	that	“[i]t	was	fun,	but	a	bit	difficult.	Because	you	
just	have	to	go	through	with	her	and	explain	just	to	come	up	with	a	story	for	her	to	understand,	but	I	
think	 she	enjoyed	 it”.	 The	books	were	 also	 a	 challenge	 to	 the	parents’	 creativity,	 as	 they	had	not	
previously	been	required	to	create	stories	for	their	children.	Although	some	parents	found	it	difficult	
at	 first,	 they	 started	enjoying	 the	 freedom	to	make	 their	own,	 creative	 stories,	as	 the	programme	








the	equation,	but	deducing	meaning	 from	a	 two-dimensional	 representation	 is	 still	 a	 fundamental	
reading	skill	which	illiterate	individuals	may	not	have.	Crawford	and	Hade	(2000:	66)	also	note	that	a	
lack	of	prior	experience	 can	also	 influence	an	 individual’s	 reading	of	 a	wordless	picturebook.	As	a	
result,	signs	that	readers	have	seen	before	can	lead	to	unusual	interpretations	of	the	illustrations.		
6.3.2.6 Learning/Education	value	for	parents	was	tangible	
Although	 the	 focus	 of	 this	 study	 was	 not	 on	 the	 educational	 value	 that	 these	 books	 could	 offer	
participants,	many	of	them	noted	that	they	felt	their	children	were	developing	skills	and	“learning”.	
























[My	 favourite	 thing]	was	 that	 I’ve	 learned	 something	 about	 the	wordless	 book,	 like	Max,	 the	
Nal’iBali	people,	when	they	came	here,	they	did	something	that	I	didn’t	realise.	When	they	told	us	
about	 the	book	of	Gaps	 [the	name	of	 the	character	 in	 the	book	used	 in	 the	 read	aloud].	They	
introduce	the	books	to	us	and	they	asked	us,	what	animal	is	Gaps,	and	then	we	said	it	was	a	cow.	
So	when	I	saw	the	book	of	Max,	I	also	introduced	it	and	I	asked	them,	I	said	‘hey	I	can	use	this	







read	 with	 her	 children	 and	 was	 very	 outspoken	 about	 the	 benefits	 of	 reading	 before	 taking	 the	
wordless	picturebooks	home,	but	only	realised	during	the	programme		that	she	could	make	use	of	
reading	 strategies	 to	 make	 reading	 with	 her	 children	 easier	 for	 her	 and	 more	 enjoyable	 for	 her	
children.			Much	of	the	findings	indicate	that	there	is	a	definite	learning	curve	with	the	use	of	wordless	
picturebooks	 in	 the	home,	but	perhaps	 there	 is	a	 learning	curve	 that	needs	 to	be	addressed	 in	all	
instances	where	parents	are	being	told	to	read	with	their	children.	S1’s	experience	also	reminds	us	of	
Cooper	 et	 al.’s	 (2013)	 mother-infant	 book-sharing	 training	 programme	 and	 the	 results	 that	 were	












That	 is	 why	 I	 like	 them”.	 Their	 own	 education	 and	 knowledge	 development	 was	 something	 that	
parents	 felt	 was	 important.	 M1	 also	 enjoyed	 the	 book	 because	 “it	 gives	 me	 more	 knowledge”.	
Participant	S11	said	that	even	though	she	was	not	very	interested	in	the	programme	in	the	beginning,	
the	books	did	influence	her	perception	of	herself	as	a	reader:		





This	 could	 indicate	 that	 wordless	 picturebooks	 as	 a	 genre	 could	 be	 considered	 for	 adult	 literacy	
training.	These	would	need	to	incorporate	more	relevant	content	in	terms	of	story	and	narrative,	so	





Participant-authored	 wordless	 picturebooks	 were	 circulated	 during	 the	 last	 week	 of	 the	 reading	
programme.	 As	 discussed	 earlier,	 due	 to	 printing	 delays,	 participants	 at	 the	 Shoshanguve	 and	
Mamelodi	 sites	 had	 seven	 days	 to	 spend	 with	 their	 own	 books,	 and	 two	 additional	 participant-
authored	books	from	the	other	Funanani	centre	(Shoshanguve	participants	were	given	books	created	
by	participants	at	the	Mamelodi	centre	and	vice	versa).	Sub-themes	discussed	here	include	the	types	
of	 books	 created	 and	 participants’	 reactions	 to	 their	 own,	 and	 other	 participant-created	 books.	 A	
comparison	of	participant	feedback	on	these	books,	compared	to	the	other,	existing	wordless	books	

















The	 images	 produced	 by	 the	 children	 and	 parents	 then	 represented	 their	 surroundings	 and	
participants’	realities.	The	meanings	attributed	to	this	were	connected	with	their	everyday	lives	and	
linked	with	the	participants	themselves.		
Parents/primary	 caregivers	 were	 given	 the	 option	 of	 adding	 to	 the	 story	 or	 of	 interpreting	 their	
children’s	illustrations	in	an	imaginative	way.	Most,	however,	wrote	the	story	very	strictly	according	
to	their	child’s	drawings.	Consequently,	the	narratives	did	not	have	much	of	a	narrative	structure	in	
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workshops,	 although	parents	 did	 to	 a	 certain	 extent	prompt	 their	 children	 to	 tell	 them	about	 the	









story	 included	 “This	 is	 a	 person,	 I	 don’t	 know	what	 this	 person	 is	 doing”.	Meaning	was	organised	
around	the	drawings	specifically,	rather	than	the	discussion	about	the	drawings.	
Three	of	 the	books	were	slightly	different	 from	the	others.	One	story	had	a	clear	 influence	from	a	
movie	and	included	two	characters	from	Disney’s	The	Princess	and	the	Frog72.	In	the	other	two	stories,	
                                                
72	The	Princess	and	the	Frog	is	a	2009	American	animated	musical	romantic	fantasy	comedy-drama	film	produced	by	Walt	
Disney	Animation	Studios.	
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to,	apart	 from	magazines	such	as	Drum73	and	Move,	which,	although	targeting	black	South	African	




























Participants	 indicated	 that	 reading	 the	 participant-authored	 wordless	 picturebooks	 did	 not	 differ	
much	from	reading	the	ones	that	were	circulated	earlier	in	the	programMe.	A	few	participants	found	
these	books	“too	easy”	compared	to	the	others.	Participant	M1	noted	that	“[t]hese	were	very	easy.	
                                                
73Drum	magazine	was	 significant	during	 the	Apartheid	era	 in	 South	Africa,	 providing	predominantly	black	 Johannesburg	
readers	with	entertainment	while	maintaining	an	anti-Apartheid	stance	(Rauwerda,	2007:	393),	to	the	extent	that	it	is	argued	
to	be	“crucial	in	South	African	literary	and	cultural	history’	(Driver,	1996:	231,	in	Rauwerda,	2007:	393	).	
















the	 page	 meant	 that	 participants	 did	 not	 spend	 as	 much	 time	 speaking	 about	 the	 pictures,	 and	
highlights	 the	 importance	 of	 rich,	 engaging	 illustrations	 in	 wordless	 picturebooks	 in	 this	 specific	
context,	rather	than	simple	layout.	Books	such	as	Abongi’s	Journey	makes	use	of	busy	pages	with	rich	
detail.	 The	 elements	 of	 the	 illustration	 on	which	 participants	 focus	 is	 consequently	more	 open	 to	
interpretation;	for	example,	the	earlier	reference	to	the	bird,	who	could	become	a	central	character	
in	 some	 participant	 readings,	 whereas	 others	 focused	 on	 the	 detailed	 depictions	 of	 methods	 of	










































her	cats,	 rather	than	kissing	 it	 in	the	hope	that	 it	would	turn	 into	a	prince.	This	book	was	also	the	
participant-authored	book	that	was	noted	as	the	favourite	in	both	groups,	aside	from	the	participant’s	
own	stories.		
All	 in	 a	 Day	 (Figure	 7.9)	 reminded	 some	 participants	 of	 A	 Very	 Nice	 Day,	 one	 of	 the	 existing	
picturebooks	that	was	circulated	during	the	programme.	It	was	consequently	easy	for	them	to	use,	as	
they	had	made	 stories	 from	A	Very	Nice	Day	 before.	 S7	 said	 that	All	 in	 a	Day	was	 their	 favourite	
participant-produced	book	noting	that	her	son	“…was	doing	the	story.	He	was	explaining	it	like	A	[Very]	























they	 involve	 should	be	asked	when	considering	 that	meanings	are	made	using	different	modes	of	





than	 the	 carpet.	Nodelman	 (1988)	 notes	 that	 creating	meaning	 from	wordless	 picturebooks	often	
includes	a	reader’s	own	historical	background,	and	this	was	demonstrated	by	the	personal	significance	
of	a	household	item	to	the	participants.		




Stellenbosch University  https://scholar.sun.ac.za
 187	
are	included	in	Figure	7.16.	Participants	were	very	proud	to	see	their	children’s	drawings	used	in	the	
illustrations	 and	 commented	 on	 this	 when	 the	 books	 were	 being	 handed	 out.	 They	 immediately	
recognised	elements	of	their	work	from	the	workshop,	and	the	researcher	believes	that	this	inclusion	













proud”	 and	 Participant	 S1	 explained	 their	 reaction	 as	 follows:	 “…	we	were	 excited!	 Am	 I	 actually	
reading	 a	 book	 that	 my	 child	 wrote?	 It	 was	 very	 exciting!”	 Participant	 S6	 reported	 the	 reading	
experience:	“It	was	good,	because,	eish,	I	was	very	proud	reading	my	own	book”.	This	is	an	important	
aspect	of	the	research.	Confidence	in	reading	can	be	linked	with	self-confidence	and	motivation,	as	



























independently.	 One	 parent	 noted	 that	 she	 read	 the	 books	 to	 her	 children	 on	 the	 first	 day,	 and	
thereafter	they	read	to	her	or	for	themselves.	She	said	“He	would	go	get	the	book	himself,	and	tell	a	
story	using	the	pictures”(D16).		






books	 could	 then	 serve	 as	 a	 good	way	 to	 introduce	 beginner	 readers	 to	 the	 concept	 of	wordless	
picturebooks	and	form	the	foundation	for	reading	more	complex,	complicated	books.	However,	the	






Township	 were	 held	 to	 conclude	 the	 programmes.	 These	 also	 served	 as	 a	 debriefing	 tool	 for	
participants.	 Participants	were	 invited	 to	 express	 their	 opinion	 on	 the	 programme,	 describe	 their	






felt	 the	 programme	 should	 start	 earlier	 in	 the	 year,	 as	 they	 had	 started	 enjoying	 it	 and	 were	




Ja,	 its	been	two	months	and	 it’s	been	an	 interesting	 journey	for	me	and	my	kids.	Hey	are	now	
starting	to	enjoy	reading	and	asking	things	on	their	own	after	these	ones	came.	Like	I	said	the	ones	
that	they	had	have	words,	not	they	have	to	make	their	own	so	I	think	we	should	get	more	of	these	
books.	 Yes,	 they	 are	 reading	 more,	 because	 its	 not	 the	 same	 thing…	 I	 like	 them	 [wordless	
picturebooks],	they	are	more	challenging,	you	have	to	make	up	your	own	mind	and	create	your	
own	story.	The	other	ones	you	see	the	pictures	but	you	just	read	and	you	know	what’s	happening	
there.	 My	 favourite	 thing	 is	 the	 books	 and	 everything	 in	 them,	 because	 it	 gives	 me	 more	
knowledge.	
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Whereas	the	overwhelmingly	positive	feedback	can	be	read	as	a	skewed	relationship	between	the	
















study,	 we	would	 discuss	 implementing	 a	 longer	 reading	 programme	 at	 the	 site.	 Even	 though	 the	
programme	 had	 been	 completed,	 a	 number	 of	 parents	 are	 still	 in	 touch	with	 the	 researcher	 and	
sometimes	 ask	 for	 new	 books.	 An	 integral	 part	 of	 this	 research	 was	 forming	 relationships	 with	





as	 they	were	prior	 to	the	study.	Participative	Action	Research	 (PAR),	however,	 focuses	on	creating	
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Options	for	a	continuation	of	the	programme	is	currently	being	discussed	with	The	Funanani	Trust,	
and	 the	 yearly	 creation	 of	 wordless	 picturebooks	 by	 Shoshanguve	 and	 Mamelodi	 community	
members	is	being	considered	as	a	means	to	build	up	a	library	of	local	content	for	the	two	ECD	centres.	
This	library	can	then	be	managed	by	the	parents	of	the	children	who	attend	the	ECD	programme,	and	
possibly	 linked	 to	 an	 incentive	 programme	 that	 has	 recently	 been	 launched	 at	 the	 Shoshanguve	
centre.	Funding	for	a	continuation	of	a	book	creation	programme	will	be	sought	in	January	2017,	with	
October	–	November	2016	being	used	to	collate	proposals	for	the	reading	programme	and	to	discuss	












In	 engagement	 in	 parenting	 programmes,	 exploring	 facilitators	 of	 and	 barriers	 to	 participation,	
authors	Wessels	et	al.	(2016:1)	write	that:		
Supporting	 parents	 in	 their	 role	 as	 caregivers	 is	 central	 to	 national	 development	 and	 violence	
prevention	 in	South	Africa.	While	being	a	parent	 can	be	demanding	 in	any	context,	parents	 in	
South	Africa	 typically	 face	 a	 great	 number	 of	 challenges.	 These	 challenges	 relate	 especially	 to	
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moved	overseas.	At	 the	 interview	 that	day,	 she	spoke	 in	depth	about	how	much	she	had	enjoyed	
working	for	her	previous	employer,	and	that,	although	she	had	been	trying,	she	had	struggled	to	find	
other	permanent	employment.	The	R300	may	seem	like	very	little	to	those	in	positions	of	privilege,	
but	 to	M11,	 it	 was	 “a	 lot	 of	money”.	 	 To	 some	 extent,	 violence	 did	 have	 a	 direct	 impact	 on	 the	
programme,	although	it	should	be	noted	that	M1	did	not	miss	any	of	the	programme	sessions.	The	
emphasis	 on	 R300	 as	 “a	 lot	 of	money”	 also	 points	 to	 the	 level	 of	 poverty	 in	 which	many	 of	 the	
participants	in	the	study	were	living.		
Wessels	 et	 al.	 (2016:	 4)	 report	 that	 structural	 barriers	 are	 often	 the	main	 reasons	 for	 low	parent	
involvement	 in	 parenting	 programmes.	 The	 most	 frequently	 stated	 barrier	 related	 to	 this	 was	






























employment	 and	 consequently	 could	 not	 attend	 further	 sessions.	 She	 did,	 however,	 take	 part	 in	
telephone	 interviews,	 but	 soon	 fell	 behind	 in	 terms	 of	 returning	 books	 and	 collecting	 new	 ones,	






with	 M1	 and	 M2,	 who	 were	 the	 only	 two	 to	 attend	 interviews	 that	 day,	 they	 expressed	 their	
frustration	that	the	other	parents	weren’t	attending	sessions.	M1	said:	“[W]e	have	to	make	time	to	
do	this	with	our	children.	We	can	say	we	are	so	busy	and	tired	but	 it	 is	 important	 to	make	 time”.	
Questions	that	need	to	be	raised	here	is	how	facilitators	can	make	attending	these	programmes	as	












unwell	 or	 needing	 to	 collect	 their	 medication	 from	 the	 clinic,	 or	 having	 to	 care	 for	 sick	 family	
members”.	 Illness	 played	 a	 role	 at	 the	 Shoshanguve	 site,	 with	 one	 participant	 suffering	 a	 stroke.	
Although	she	tried	to	attend	sessions	once	she	had	recovered	enough	for	transport,	she	could	not	
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findings	were	 positive,	with	 participants	 reporting	 that	 the	 genre	was	 easy	 to	 use	 and	 enjoyable.	
Transformation	was	 evident	 in	 their	 relationship	with	 reading,	 and	 also	 in	 participant	 pairs,	 their	
relationship	with	each	other.	Participants	were	easily	able	to	use	the	available	resources	provided	by	
the	books	and	also	bring	their	own	resources	to	the	reading	sessions	as	a	means	of	creating	their	own	
stories.	 The	 multimodal	 nature	 of	 the	 genre	 was	 seen	 in	 participants’	 ability	 to	 engage	 in	 other	
activities,	such	as	using	the	books	to	draw	a	picture	or	write	a	story.	The	materiality	of	modes	was	also	
seen	in	the	reading	process,	where	the	body	was	involved	in	terms	of	pointing,	or	reading	rituals	such	
as	 the	“Nal’iBali	dance”	were	used.	Wordless	picturebooks	extended	the	reading	activity	 	 to	other	
cognitively	stimulating	activities	and	the	books	allowed	for	engagement	with	other	sensory	modes.	
The	 participant-created	 wordless	 books	 were	 described	 as	 being	 too	 easy	 by	 participants,	 and	
consequently	this	aspect	of	future	programmes	will	need	to	be	reconsidered.		





home	 emerges.	 In	 conjunction	 to	 the	 fact	 that	 families	 had	 access	 to	 books	 in	 their	 homes,	 the	
















































to	 books	 before	 they	 go	 to	 school,	which	 can	 be	 seen	 as	 contributing	 the	 fact	 that	 South	African	






homes	could	 foster	a	culture	of	 reading	between	parents/primary	caregiver	and	their	 three	to	six-
year-old	 children.	 	 Through	 a	 story	 collection	 workshop,	 the	 research	 also	 sought	 to	 determine	
participant	 reactions	 to	 reading	 books	 that	 were	 created	 in	 their	 own	 community,	 incorporating	
content	to	which	they	could	relate.	
A	 qualitative	 approach	 within	 a	 constructionist	 paradigm	 was	 used	 to	 approach	 the	 topic,	 with	




Sites	1	and	2	 incorporated	a	 story	collection	workshop,	 resulting	 in	18	participant-authored	books	








that	 the	researcher	 is	able	 to	suggest	or	simply	create	content	 for	 the	communities	or	contexts	 in	









































South	Africa,	 English	 is	used	as	a	medium	of	 instruction	 from	Grade	4,	but	 the	parents	 felt	 it	was	
important	for	their	children	to	be	able	to	use	the	 language.	The	 literature	also	revealed	that	there	

















reading	 can	 also	 assist	 in	 creating	 a	 positive	 and	 friendly	 parenting	 style.	 Often,	 parents	who	 are	














the	wordless	 picturebooks	were	 easy	 for	 participants	 to	 use.	 Parents/primary	 caregivers	who	had	
previously	 used	magazines,	 school	 books	 or	 the	 bible	 to	 read	with	 their	 children	 noted	 that	 their	
reading	 experience	 had	 become	 less	 frustrating	 and	 that	 their	 children	 were	 better	 able	 to	
concentrate	and	understand	during	the	reading	activity.	Some	of	the	parents	noted	that	they	now	












can	 extend	 “reading”	 to	 other	 cognitively	 stimulating	 activities,	 and	 the	 books	 allowed	 for	
engagement	with	other	sensory	modes.		
The	 story	 collection	workshop,	 in	which	 the	 facilitators	 from	Nal’iBali	modelled	 book	 sharing	 and	
included	 song,	 dance	 and	 storytelling	 in	 their	 reading	 activity,	 is	 viewed	 by	 the	 researcher	 as	 an	
extremely	important	aspect	of	the	research.	The	workshop	demonstrated	the	multimodal	nature	of	
reading	and	the	materiality	of	reading,	as	it	incorporated	singing	and	dancing.	Many	of	the	parents	





English	 to	 read	 to	 their	 children.	 These	 findings	 indicate	 that	 one	 cannot	 simply	 assume	 that	
parents/primary	caregivers	who	may	have	low	levels	of	literacy	will	know	how	to	share	books	with	
their	 children	 in	 a	manner	 that	makes	 the	 activity	meaningful	 and	 enjoyable	 for	 both	 adults	 and	
children.	Whereas	the	researcher	believes	in	a	non-prescriptive	implementation	of	reading,	so	that	
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participants	can	read	in	a	way	that	best	suits	them,	the	value	of	guidance	and	options	that	parents	










type	 of	 non-prescriptiveness	 is	 especially	 important	 in	 the	 South	 African	 context	 where	 multiple	
cultures	 co-exist.	 Also,	 given	 the	 history	 of	 the	 country,	 where	 Apartheid	 laws	 prescribed	 certain	


















the	content	of	 the	participant-produced	books	and	could	 relate	 to	 them	easily.	There	was	a	great	
sense	of	pride	in	their	own	books,	in	seeing	their	names	on	the	covers	and	in	reading	these	at	home	
with	their	children	and	family.	A	sense	of	mastery	and	empowerment	was	achieved	by	the	production	






three,	 children	 should	 ideally	 have	 developed	 confidence	 in	 storytelling,	 in	 that	 they	 have	 an	
understanding	of	the	basic	conventions	of	a	story	(Smith,	Cowie	&	Blades	2011:	419).	The	children’s	
lack	 of	 reading	 experience	 in	 their	 home	may	 have	 had	 an	 influence	 on	 their	 storytelling	 at	 the	




















their	 own	 child’s	 name	 as	 a	 means	 to	 get	 their	 children	 interested	 in	 reading	 the	 books.	 The	
importance	of	having	access	 to	 reading	material	 in	which	participants	 can	 relate	 to	 the	 character,	
activities	 and	 surroundings	 is	 consequently	 an	 important	 consideration	 in	 this	 study	 –	 as	
demonstrated	by	one	participant	pair’s	reaction	to	The	Swimming	Pool,	which	they	could	not	relate	
to,	did	not	enjoy	and	as	a	result	did	not	read.		
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to	 be	 used	 independently	 by	 participants	 in	 their	 homes.	 The	 participants’	 use	 of	 wordless	
picturebooks	can	be	considered	as	the	process	of	“designing”	meaning.	









was	 outlined	 in	 the	 literature.	 In	 order	 to	 address	 the	 reading	 crisis	 that	 South	 Africa	 faces,	 the	
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is,	 however,	 a	 challenging	 factor	 and	 one	 of	 the	 reasons	 why	 these	 books	 are	 often	 limited	 to	
foundation	phase	materials.	 
This	 study	 indicated	 that	wordless	picturebooks	are	an	enjoyable	genre,	which	 could	be	used	 in	a	
variety	 of	 languages.	 The	 study	 also	 highlighted	 that	 although	 the	 wordless	 books	 were	 used	 in	
participants’	mother	tongue	initially,	they	were	translated	into	English,	which	the	literature	noted	is	
viewed	by	many	parents	and	schools	as	a	way	 for	children	 to	“get	ahead”.	English	as	 such	can	be	






different	 languages,	and	 the	genre’s	ability	 to	harness	 storytelling,	which	 the	 literature	noted	was	
important	in	many	lower	SES	communities,	could	be	a	means	to	address	the	cost	of	producing	books	
in	mother	tongue	for	preschool	readers.	One	book	can	be	used	to	source	multiple	stories	without	the	
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explore	 and	 cultivate	 oral	 language	 and	 practise	 speaking,	 the	 transition	 of	 programmes	 into	
participant	homes	can	create	that	same	sense	of	safety	for	a	parent	to	explore	reading	without	the	
                                                
74	It	is	acknowledged	that	the	title	may	need	to	be	translated	along	with	the	publishers	paratext.	This	can,	however,	be	
limited	to	the	cover	of	the	book.		
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books.	 This	 is	 understandable,	 given	 the	 broader	 context	 of	 this	 crisis	 in	 terms	 of	 South	 African	




















Book	creation	programmes	 that	 involve	 communities	–	as	was	attempted	 in	 this	 study	–	 can	be	a	
powerful	means	to	engage	with	people	about	the	benefits	of	reading,	while	simultaneously	allowing	
for	 people	 to	 share	 their	 own	 stories	 and	 to	 be	 heard.	 The	 study	 indicated	 that	 participants	
experienced	a	sense	of	mastery	on	receiving	their	wordless	picturebooks.	Workshops	can	be	viewed	
as	communities	of	practice,	in	which	unintentional	learning	can	take	place	through	social	practices,	




create	a	narrative.	As	a	 learner-centred	programme,	the	needs	of	 individuals	can	be	met,	 in	which	




these	 could	 potentially	 help	 to	 create	 literate	 environments	 within	 the	 community,	 and	 literate	
societies	that	are	viewed	as	a	means	to	eradicate	poverty	and	ensure	sustainable	development.	Some	




University	 modules	 focusing	 on	 the	 development	 of	 culturally	 appropriate	 and	 relevant	 reading	
material	 in	the	South	African	context	could	also	go	a	long	way	in	making	more	resources	available.	
The	 academic	 study	 of	 children’s	 literature	 in	 the	 country	 is	 still	 largely	 unexplored,	 compared	 to	
developed	countries,	which	have	long	realised	the	importance	of	reading	for	pleasure	and	the	creation	
of	materials	that	children	can	easily	use.	In	these	contexts	too,	wordless	picturebooks	are	extensively	
researched	 in	 their	 ability	 to	be	used	by	 children	 from	different	backgrounds.	A	 collaborative	 and	
holistic	approach	to	children’s	 literature	 locally	could	be	a	means	to	address	 literacy-related	issues	








the	 majority	 of	 research	 regarding	 the	 value	 of	 shared	 book	 reading,	 using	 any	 genre,	 has	 been	
conducted	in	the	developed	world	(Cooper	et	al.,	2013:	143),	rather	than	in	the	contexts	which	face	
the	 social	 and	 economic	 challenges	 that	 South	 African	 families	 do.	 The	main	 contribution	 of	 this	
                                                
75	The	only	study	that	was	found	was	the	researcher’s	(2012)	masters	paper.		
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research	 is	 then	 to	 bring	 a	 genre	 that	 is	 widely	 overlooked	 in	 the	 South	 African	 context	 into	 an	
academic	space,	which	may	allow	for	further	research	on	the	topic	to	be	merited.			









use	 of	 the	 genre	 in	 participants’	 homes,	 as	 opposed	 to	 a	 controlled	 setting	 or	 a	 reading	 club,	
intervention	 or	 training	 programme,	 also	 gives	 insight	 into	 problems	 that	may	 be	 experienced	 by	
parents	with	low	literacy	levels;	for	example,	they	themselves	do	not	have	pre-reading	skills	necessary	
to	navigate	a	book	with	their	child.	An	emphasis	on	parents’	understanding	and	perceptions	of	reading	









A	 critique	 on	 the	 research	 would	 focus	 mostly	 on	 the	 creation	 of	 participant-authored	 books.	 A	
reflection	 of	 the	 programme	 indicates	 that	 participants	would	 have	 benefitted	 from	 a	 number	 of	
storytelling	and	story	collection	workshops,	rather	than	being	expected	to	co-create	a	story	after	only	
a	brief	introduction	and	one	read-aloud.	Future	workshops	that	aim	to	collect	stories	to	create	books	
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specific	 culture,	 rather	 than	 the	 general	 stories	 that	 arose	 from	 the	 research.	 	More	emphasis	 on	
creating	a	“multimodal	ensemble”	(Serafini,	2010:	3)	could	also	be	used	in	future	workshops;	namely,		
emphasis	 needs	 to	 be	 more	 strongly	 placed	 on	 the	 multimodality	 of	 stories	 through	 the	 use	 of	
materials	such	as	painting,	illustration,	song,	dance	and	gesture,	rather	than	only	visual	and	written	
modes.	







sciences,	 including	 linguistics,	 early	 childhood	 development	 and	 literacy	 education.	 It	 can	 be	
postulated	that	due	to	 the	exploratory	nature	of	 the	research	and	a	 lack	of	 literature	on	wordless	
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that	 are	produced	by	 communities.	As	previously	mentioned,	 the	 research	did	not	 view	extensive	
questioning	 as	 being	 appropriate	 for	 this	 study,	 but	 information	 on	 the	 types	 of	 stories	 that	
participants	told	could	provide	insight	into	what	types	of	content	can	be	created	for	local	audiences.		
A	 larger	 scale	 research	 investigating	 the	 implementation	 of	 wordless	 picturebooks	 into	 current	
interventions	 could	 provide	 more	 insight	 on	 how	 the	 genre	 can	 be	 used	 to	 compliment	 reading	
materials	currently	used	by	NGOs	and	other	pro-literacy	organisations.		
Lastly,	 as	 per	 the	 specifications	 of	 particitative	 action	 research,	 the	 researcher	 is	 in	 contact	 with	
management	and	participants	from	all	research	sites	in	an	effort	to	establish	a	way	forward	for	the	
reading	and	book	creation	programme.	Once	decided	upon,	the	implementation,	maintenance	and	


















should	be	 considered	more	 seriously;	 firstly	 as	a	 literary	genre	 in	 South	Africa,	 and	 secondly,	 as	a	
means	of	intervention	in	South	Africa’s	reading	crisis.	
	
                                                
76	Due	to	the	lack	of	locally	produced	wordless	picturebooks,	it	is	assumed	that	other	appropriate	books	will	need	to	be	
introduced	into	a	book	sharing	programme.	



















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































TO WHOM IT MAY CONCERN
Dear Sir/Madame,
This letter is to certify that Funanani Trust give full consent to Adrie le Roux to 
conduct her Doctorate research study within the organisation environment and our 
beneficiaries.  The Board of Funanani Trust fully support the study  and  eagerly  
awaits the outcomes of the research.  We will accordingly  evaluate  our  
programmes, after the outcome of the research.




CHIEF EXECUTIVE OFFICER  
Funanani Trust I.T 3691/03 • PBO Number. 930004195
Trustees: CMJ Norden, MN Moabi, NJ Norden, KH Mokolane, OM Matloa
72 Brummeria Road, Brummeria, Pretoria, 0184 • P.O. Box 2059, Silverton, 0127 
Tel: + 27 (0)12 845 8367 • Fax: 086 636 1169 • E-mail: info@funanani.com
 Bank: ABSA Silverton • Account name: Funanani Trust • Account No: 4057964588 • Branch Code: 334445









Represented by:  
Lelanie Steyn – 071 603 1915 









Letter of permission RE: Research project 
 
With this letter NEA Foundation give permission for Adrie Le Roux 
To do her research project at Happy Sabby Pre-school in Pretoria West. 
 
The research will be done during: 3rd March - 5th May 2016  
 




Marlie van Vuuren 
0827779401 
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researcher	 will	 ask	 you	 about	 what	 you	 thought	 of	 the	 use	 of	 the	 picture	 books	 and	 the	





































































































I	 declare	 that	 I	 explained	 the	 information	 given	 in	 this	 document	 to	 __________________	 [name	 of	 the	
subject/participant]	 and/or	 [his/her]	 representative	 ____________________	 [name	 of	 the	 representative].	
[He/she]	was	encouraged	and	given	ample	time	to	ask	me	any	questions.	This	conversation	was	conducted	in	







































































































































































I	 declare	 that	 I	 explained	 the	 information	 given	 in	 this	 document	 to	 __________________	 [name	 of	 the	
subject/participant]	 and/or	 [his/her]	 representative	 ____________________	 [name	 of	 the	 representative].	
[He/she]	was	encouraged	and	given	ample	time	to	ask	me	any	questions.	This	conversation	was	conducted	in	




1.2. Signature	of	Investigator	 	 	 	 	 Date	
	
	  
















































































_________________________	 	 ____________________	 	
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